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Abstract 
Higher education massification and pedagogic adaptation: An investigation 
of business teaching excellence in inclusive university environments 
Massification, a phenomenon driven by both the collective aspirations of citizens and 
governmental encouragement of a highly skilled workforce, is revolutionising the field of 
higher education. The student body, particularly in widened participation universities, has 
expanded in number and diversity increasing the demands on HE institutions and their 
teaching staff. Australian business school graduates are expected to drive national 
success in fast-changing, globally competitive business environments. 
This qualitative study investigates characteristics of teaching excellence in widened-
participation teaching environments in Australian business schools. The recency of the 
massification phenomenon has meant theoretical conceptualisations are sparse so 
Grounded Theory was used to generate new theory. Using university entry scores as a 
surrogate for an academically inclusive student cohort, 23 award winning teachers from 
the business schools of eight universities were interviewed. 
These exemplary business educators displayed strong similarities in terms of their 
approach to teaching. Seven dimensions of diversity that significantly impact teaching 
within a widened-participation environment were identified. This thesis argues that 
alignment between the diversity of cohort and both the type of educators and the 
pedagogic strategies they employ is the key to unlocking teaching excellence within 
widened-participation universities, thus giving rise to the notion of context mediated 
pedagogy and the associated conceptual model. 
Findings from this study are significant because extreme student diversity is now the 
norm in many university environments and a better understanding of teaching excellence 
may offer specific insights for policymakers, academic leaders and educators seeking to 
adapt pedagogy for the massified HE environment. Improving teaching quality in these 
widened-participation universities has the power to significantly impact on individual 
student success, whilst driving innovation on the global stage. 
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Chapter 1:  Introduction 
Repeated investigations (e.g. Rivkin, Hanushek & Kain, 2005; McCaffrey, Lockwood, 
Koretz, & Hamilton, 2003) have shown that teacher quality is the single most important 
organisational influence on student attainment, and a number of researchers have found 
that the influence of a positive learning experience demonstrates long-lasting effects on 
students. This, alone, suggests that a focus on the way in which teachers ply their craft 
will pay dividends in the quest to boost student success, particularly in highly diverse 
environments and, in time, build national prosperity within a knowledge economy. 
Much is known about the facets of quality teaching in higher education. Commentators 
such as Skelton (2005), Biggs (1999), Ramsden (2003), Trigwell (2001) and Dall’Alba 
(1991) have brought field-defining conceptions to the craft of pedagogy in higher 
education and the extant literature is formidable. Theorisations regarding deep learning, 
holistic approaches, active learning, authentic learning, constructive alignment and 
teacher reflection are now part of the pedagogic narrative within higher education, and 
these approaches have been acknowledged and adopted amongst progressive educators 
in universities.  
As ‘pedagogy’ is a central concept to this thesis, a definition will assist in locating this 
body of work. While Watkins & Mortimore (1999) acknowledges the difficulty in defining 
any complex concept, they believe that a useful definition is possible in regards to 
pedagogy. Watkins & Mortimore favour an inclusive approach to a definition, and one 
that does not seek to bind pedagogy to another discipline, as with typical dictionary 
definitions incorporating ‘art’ and ‘science’. They also seeks to avoid ‘stressing only the 
teacher’s role and activity’ (p.2), and dismiss this as being purely didactic in nature. 
Consequently, Watkins & Mortimore’s (1999) definition of pedagogy (and the one that 
informs the narrative of this thesis) is: ‘Any conscious activity by one person designed to 
enhance learning in another’ (p. 3). This holistic definition also aligns well with the post-
positivist stance of this study. Interestingly, the authors also note ‘we also detect an 
increasing awareness of the need to take into account the context in which pedagogy 
occurs’ (p. 1), a telling observation given the outcomes of this study.  
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The unique perspective that this study brings is a view of a much-researched field of 
‘teaching excellence’ through a lens of a more recent and increasingly dominant macro-
environmental force in higher education; that of democratised massification. How 
educators, faculties, institutes and, indeed, nations respond to this phenomenon will be a 
key determinant of the student experience and effectiveness in learning in the higher 
education arena in the years to come. The rationale for this study, then, is that the cohort 
of students that now swells university ranks is very different to those of a few decades 
ago due to extreme diversity or heterogeneity. This is particularly pronounced in so-
called open-access or widened participation universities, where the full force of 
educational democratisation is felt (in pristine form, p. 271, as Naidoo and Jamieson 
(2005) so eloquently term it).  
Through the investigation of exemplary pedagogic practice in higher education in 
Australian business schools this thesis argues that such heterogeneity in the student 
body demands both specific characteristics in teaching staff and the marshalling of 
specific pedagogic strategies in order for effective learning to take place. Consequently, 
this body of work maintains that a fit between the diversity of cohort and both the type 
of educators and the pedagogic strategies they employ is the key to unlocking 
outstanding teaching within universities. The umbrella term Context Mediated Pedagogy 
has been adopted to explain the importance and desirability of this alignment between 
cohort and teacher/teaching characteristics. In doing so, this thesis addresses the primary 
research question: ‘What characteristics are germane to, and manifest themselves in, 
excellence in higher education business teaching within an academically inclusive 
university environment’? In this way, previous conceptions of teaching quality in higher 
education have been built upon by deep investigation within the specific arena 
characterised by widened student participation; a notion carved out by the new wave of 
democratised tertiary students. 
The institution that we know as ‘higher education’ and the organisations that house it 
(typically universities) are in the midst of a profound revolution that represents the 
biggest upheaval to the sector in 1000 years. This upheaval that poses both immense 
opportunities and staggering challenges for all stakeholders; Governments, Universities, 
educators and students alike. That phenomenon is commonly known as massification; 
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the demand from, and encouragement of, a plethora of new students into the lecture 
theatres, laboratories and precincts of our universities. Indeed, the United Nations 
Educational, Scientific and Cultural Organisation (UNESCO) reports that 50 million new 
tertiary students enrolled around the world in the seven years following the turn of the 
century, and this growth shows no signs of abating (UNESCO, 2009). But these students 
are not the same as those of a decade ago because higher education, in a very short 
space of time, has become democratised. Driven by both the personal aspiration of its 
citizens and government incentives, higher education is typically seen by some (for 
example, the Australian Department of Education, Employment and Workplace 
Relations), as a panacea for national prosperity and individual social ambitions. Thus, this 
research project, via reference to exceptional practice, seeks to articulate the pedagogic 
impact of the political, economic and social phenomenon known, collectively, as 
massification that is dominating the educational landscape of the developed world. 
Naturally, an educational revolution of this scale impacts all aspects of the utility of 
tertiary organisations, none more so than the core task of teaching and learning. 
Consequently, this thesis concerns the collision of an irresistible force (the massification 
of higher education) and a somewhat immoveable object (teaching in higher education). 
But, perhaps, the traditional didactic approach that has been the hallmark of teaching in 
universities for many centuries cannot afford to be as immoveable as this adapted literary 
cliché suggests. This thesis revolves around pedagogic adaptation; that is, the way in 
which the craft, characteristics and philosophies of teachers can be adjusted to meet 
learning needs of students within ‘new’ university environments. Indeed, it may be that 
the greatest pedagogic skill is needed in a classroom or lecture theatre that embodies 
‘widened participation’ within its student population.  
In the inclusive universities the student cohort exhibits extremes of academic proficiency 
and university preparedness and may come from low socioeconomic status (SES) 
backgrounds, may be the first-in-family to attempt university and may face significant 
challenges in terms of simultaneous work and family time commitments. From a 
pedagogic perspective, however, it is this type of student that is the new norm in many 
university environments and it is for this reason that a better understanding of teaching 
excellence within this setting may offer insights for experienced and novice higher 
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education teachers as well as to university leaders charged with the responsibility of 
assuring and enhancing teaching quality. Improving teaching quality across the board in 
these widened-participation universities will significantly impact student success, thus 
contributing to the meeting of personal aspirations amongst students whilst contributing 
to national educational targets. This is particularly so in the arena of business education 
because a skilled commercial workforce can build productivity and boost economic 
growth. This thesis focuses in this discipline. 
As the concept of context mediated pedagogy as advocated within this thesis represents a 
new perspective on the phenomenon of teaching excellence (and existing theorisations 
are sparse), it was crucial to select a research design appropriate to the generation of 
new theory. Due to the inductive power of Grounded Theory, this methodology can act 
as a catalyst for the development of a viable scaffold upon which future research 
endeavours can be built. While it is too early to gauge the impact of the theorisations 
herein, adopting a Grounded Theory approach proved effective in the generation of a 
conceptual model to explain the phenomenon. Furthermore, the paucity of well-
entrenched conceptual foundations and the dedication to practical teaching application 
makes Grounded Theory particularly well suited to the field of higher education research. 
This thesis is structured as follows. 
Initially, the present context for higher education pedagogy is elucidated, with the key 
drivers of change identified and discussed. In hierarchical fashion, this includes an 
overview of the massification phenomenon including a review of the nature of inclusivity, 
quality assurance attempts and financial implications from a global perspective. The 
analysis then drills down to a national level, where the Australian response to these 
global issues is examined. Thus, Chapter 2 sets the scene for the investigation from both 
a global and national perspective. 
Chapter 3, the literature review, is approached within a framework that views the research 
project as an interconnection between three bodies of literature; excellence in higher 
education teaching; the dynamic nature of the university environment; and the practice 
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of business pedagogy. Supplementary commentary is made regarding the research gap 
identified, and an evaluation of the potential value of the thesis findings. 
Research Design, Chapter 4, considers the philosophical stance of the researcher before 
outlining methodology (including research aims) and methods employed to carry out the 
investigation. Ethical considerations and limitations of this research project are also 
considered within this chapter as is the rationale behind the adoption of Grounded 
Theory as the research methodology. 
The structure of the Findings and Discussion (Chapters 5 & 6) flows organically from the 
core categories that evolved during the coding phase of Grounded Theory practice. As 
the analysis progressed so the universe of themes resolved themselves into three clear 
classifications; the ‘storyline that frames your account’ (Strauss & Corbin, 1990, p. 116). 
These were; the nature of a widened-participation teaching environment, traits of 
excellent teachers and characteristics of excellent teaching. These categorisations were 
the catalyst for the conceptual model that evolved from the findings; a graphic 
representation that assists in the understanding of the phenomenon at hand.  
It became apparent to the author as the thesis unfolded that the importance lay not just 
in bringing a greater understanding to the issue but in effecting change to the quality of 
teaching across higher education widened-participation environments. Thus Chapter 7, 
the implications of this research, took on a much greater significance, as the five 
inferences were of a pragmatic nature designed to be implemented in business schools. 
These implications generated a number of tools to be used in the analysis and 
implementation of learning and teaching quality within a widened-participation 
environment. 
Chapter 8, future research directions, identifies eight areas for future investigation which 
could help take the understanding of this phenomenon (beyond the mere exploratory) 
via clarification and the teasing out of different perspectives and extensions to the 
concept elucidated herein. 
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Finally, the conclusion chapter summarises the thrust of the thesis contention and 
proposes four overarching recommendations for consideration by widened-participation 
institutions, business schools and the academic educators within them. 
Reflecting the ideals of teaching innovation and engagement, side bars have been 
adopted throughout this thesis. These offer the reader a commentary on the 
commentary and serve to emphasise or challenge a particular point via an alternative 
narrative approach. 
In essence, the value of the present study lies in a deeper understanding of the 
characteristics of higher education teaching excellence appropriate to a massified cohort. 
Armed with these insights, Faculty Deans, Business Managers and others responsible for 
the recruitment of staff to academic positions are able to use the tools and concepts 
herein to inform decisions regarding an applicant’s suitability to teach within an inclusive 
environment. Secondly, educators within Australian business schools who cater to this 
new constituency of learners may consider adapting their pedagogy in line with the 
recommendations of this thesis in order to provide an enhanced learning experience for 
their students. Those responsible for Learning and Teaching professional development 
such as centralised educational units within universities and Associate Deans of Education 
can also take a lead from the findings of this study by scaffolding training from the 
concepts advanced by this thesis. 
These implications are important as higher quality teaching by inspirational and 
empathetic educators within our universities has the potential to fulfil the academic 
aspirations of a new generation of learners and, in so doing, contribute to a vision for a 
highly skilled Australian workforce of the future. 
In the following chapter, the global and national context and impact of democratised 
massification will be considered, together with an overview of the policies that have 
shaped the higher education landscape in recent times.  
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Everyone has the right to education…..higher 
education shall be equally accessible to all on the 
basis of merit. 
Article 26(I),  
The Universal Declaration of Human Rights 
 
Chapter 2:  Context 
2.1 The global massification phenomenon 
2.1.1 The democratisation of higher education 
In the last three decades tertiary education has been in the midst of a profound change 
as developed nations transit from elite education to mass education. Universities are now 
no longer solely the prevail of the social and economic elite as egalitarian forces in 
tertiary education prove to be irresistible. 
Worldwide, the average number of tertiary 
students has approximately doubled every 
fifteen years since 1970, but the growth has been 
particular acute since 2000, with over 50 million 
new tertiary students enrolling around the world 
in the seven years following the turn of the century (see Figure 1). Globally, over 26% of 
the age cohort is now engaged in tertiary education and it appears that this growth is set 
to continue (UNESCO, 2009).  
 
Figure 1: Global tertiary enrolment by region. Source: UNESCO, 2009 
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As Zajda (2007) suggests, the growth in participation in higher education has been 
accompanied by increasing credentialism; the rate at which any skilled occupation 
requires a degree. Early commentators on massification were quick to see its relationship 
with credentialism. Marginson (1993) maintains that credentialism has moved ‘sideways’ 
(that is; more jobs requiring skills now require a degree as a passport to entrance into 
that occupation) and ‘downwards’ to include many lower status jobs. He cites nursing as 
an example of sideways credentialism and bank tellers as an illustration of downwards 
credentialism. Indeed, Ashenden (1988) believes credentialism to be at the very heart of 
massification: 
Credentialism is in fact amongst the most powerful of social dynamics and the most 
powerful force at work in shaping the size, character and distribution of the education 
system. Over the past century or so it has moved the education system to the centre of 
the struggle by social and occupational groups for relative advantage (p. 24). 
But the revolution in higher education cannot be defined by raw numbers alone; the 
unprecedented transformation in the shape of the sector is changing the organisations 
that participate in it, the type of students being attracted to it and the way in which 
education is funded. Even prior to massification taking a firm grip on the tertiary 
education sector Trow (1973, p. 6) reflected on the nature of the developing 
phenomenon ‘Mass higher education differs from elite higher education not just 
quantitatively but qualitatively’. In a 2009 report on global trends in higher education 
UNESCO contextualises this change: 
Arguably, the developments of the recent past are at least as dramatic of those in the 
19th century when the research university evolved, first in Germany and then elsewhere, 
and fundamentally changed the nature of the university worldwide. The academic 
changes of the late 20th and early 21st centuries are more extensive due to their global 
nature and the number of institutions and people they affect (p. 1). 
 
2.1.2 The nature of diversity 
Driven by changes in social mobility, internationalisation, governmental incentivisation 
and the growing commercial agenda within higher education, a tsunami of student 
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demand has descended upon the sector. But the nature of this new student demand is 
very different from university cohorts of the past. As the participation-widening paradigm 
takes hold so the massification net draws significant student variation into the halls (and, 
now, virtual classrooms!) of higher education. As 
Shavit, Arum and Gamoran (2007) have shown, 
the growth in higher education has, indeed, 
allowed a greater proportion of all social strata 
to access universities. UNESCO (2009) reveals 
that this development is not without 
consequence: ‘Providing higher education to all 
sectors of a nation’s population means confronting social inequalities deeply rooted in 
history, culture and economic structure that influences an individual’s ability to compete’ 
(p. vii).   
This widening of participation takes many forms. The rapidly increasing number of 
internationally mobile students modifies the culturally homogeneous nature of previous 
university populations. Worldwide, approximately three million students are engaged in 
study outside their home country (UNESCO, 2009), and this is expected to rise to eight 
million by the year 2025 (Altbach, 2004).  
A number of factors are driving the increased mobility of students. Countries have been 
quick to see the economic benefits of a strong international student revenue stream, and 
have massaged visa requirements to attract non-resident students. This income is 
particularly attractive on a per capita basis as international students tend to be full-fee 
paying; a highly desirable fiscal objective, particularly in a climate of falling per capita 
government contributions to tertiary education (DET, 2015, p. 35). Furthermore, from an 
institutional perspective, universities have sought to capitalise on their reputation by 
engaging in internationalisation strategies via collaborations, partnerships and the 
establishment of remote campuses in order to enhance non-state revenue. Student 
aspirations, too, play a significant role in mobility as the allure of a testamur from a 
highly ranked university or, at least, from an institution accredited within an English 
speaking destination is seen as highly desirable (Marginson & van der Wende, 2009). 
Growing international cohorts, while economically sought-after, pose their own wide-
Elitism… 
For our last number I’d like to ask your help. The people 
in the cheaper seats clap your hands. And the rest of 
you, if you’d just rattle your jewelery… 
John Lennon: Royal Command Performance, 
4 November, 1963 
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ranging challenges in higher education teaching, not least because of the emphasis on 
high level written and verbal skills in a second language demanded by international 
university scholarship. 
Further diversity is generated through socio-economic considerations. It was Pierre 
Bourdieu, arguably the most influential writer in the field of sociology in education who 
highlighted the role of the university as ‘a powerful contributor to the maintenance and 
reproduction of social inequality’ (Naidoo 2004, p. 457). Employing a sorting machine 
metaphor, Bourdieu’s concept of homology (Bourdieu, 1996) portrays higher education 
as a mechanism for replicating the privileges of social class by its denial of any link 
between social and academic classification. According to Bourdieu, the relative autonomy 
of the higher education ‘field’ has allowed an academic and social elite to perpetuate in 
universities during the 20th Century. Slaughter and Leslie (1997) suggest that an 
unwritten social compact between the state, society and higher education institutions 
resulted in a structure that remained isolated from ubiquitous market pressures 
experienced in most other areas of endeavour. 
In the last two decades, however, these powerful social and cultural forces are being 
displaced by economic forces in the shape of neo-liberal market influences (Deem, 2001). 
In an attempt to generate strong economic growth from both the provision of a higher-
skilled domestic workforce and from accessing lucrative international markets, 
Governments the world over have adopted policies encouraging rapid massification and 
democratisation of higher education (Naidoo, 2004). In Bourdieuian terms, cultural 
capital is being rapidly supplanted by economic capital as universities become an ‘engine 
for national economic growth, and an instrument for the realisation of collective 
aspirations’ (Johnstone, 1998, p. 2).  
While egalitarianism is a hallmark of modern nations, at the teaching coal-face, equity of 
access also brings hitherto unexperienced challenges to universities. In particular, the 
new wave of students entering academia often lacks the familial enculturation towards 
universities that previous cohorts have enjoyed. There are growing numbers of ‘first in 
family’ students now enrolling in the university system, and these students appear to face 
greater academic difficulties due to the lack of familiarity with the environment and a 
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lowered awareness of academic norms. Indeed, this factor, one of a group provoking 
student ‘transitional shock’ (Weadon & Baker, 2014, p. 192), appears to be a significant 
contributor to lower rates of completion of a higher education qualification amongst 
non-traditional student groups.  
Furthermore, non-traditional students and their families may not possess the wealth of 
previous student populations, hampering efforts to focus solely on the academic task at 
hand due to economic necessity. As Gorard, Smith, May, Thomas, Adnett and Slack 
(2006) report, parental income, family size and the occupational status and education of 
parents are some of the more important of the myriad of variables influencing 
participation in higher education. In fact, so multifaceted are the issues surrounding 
participation in higher education, that Hockings, Cooke, Yamashita, McGinty and Bowl 
purposely avoid the expressions ‘traditional’ and ‘non-traditional’ as they ‘mask the 
complexity of the student population’ (2008, p. 191).     
Not only does massification manifest itself via socioeconomic and cultural mechanisms; 
changes to the demographic profile of higher education cohorts is also apparent. As 
UNESCO (2009) report ‘Women will form the majority in student populations in most 
developed countries and will substantially expand their participation everywhere. The mix 
of the student population will become more varied, with greater numbers of older 
students, part-time students and other types’ (p. xix).  
2.1.3 Attitudes towards higher education 
Frequently, nations have sought to encourage widened participation from right across 
the social spectrum with a range of policies (such as admission quotas and financial 
subsidies) designed to redress historical access inequities. It would appear that these 
attempts are only partially successful, as challenging cultural paradigms is a complex 
task, and encouraging enrolment of non-traditional students is no guarantee of student 
retention through to degree completion, as high drop-out rates attest. As Gupta (2006) 
stresses, the objective is more than just access to higher education; progress and success 
must also be attended to. While this thesis does not specifically address participation 
concerns, the nature and quality of teaching within this new era of massification must 
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address an inclusive student body if successful completion of the educational journey is 
to be achieved. 
However, it would appear that it is not only the make-up of the cohort that has 
undergone transformation, but the student demeanour towards higher education is 
changing, too. As Woodall, Hiller and Resnick suggest ‘students are increasingly 
demonstrating customer-like behaviour and are now demanding even more ‘value’ from 
institutions’ (2014, p. 48).  Trow’s (1973) commentary on attitudes towards access to 
universities now appears prophetic: 
When access is highly limited, it is generally seen as a privilege, either of birth or talent or 
both. Above about 15 percent of the age grade, people increasingly begin to see entry to 
higher education as a right for those who have certain formal qualifications. And when the 
proportion of the whole population comes to about 50 percent….attendance in higher 
education is increasingly seen as an obligation. Moreover, as more people go on to higher 
education, the best jobs and opportunities and the economic rewards in life come to be 
reserved for people who have completed a university degree, and this greatly contributes 
to the sense of obligation that is felt by many students on entry (p. 7). 
Furthermore, Johnstone (1998) outlines an attendant market shift in decision making 
power from institutions of higher education to, as Naidoo and Jamieson (2005, p. 270) 
describe them, the ‘student-consumer’. According to Johnstone (1998) this shift has 
brought about five main consequences; an expansion and diversification in enrolments 
and participation; fiscal pressure on higher education institutions; the ascendancy of 
market solutions including a search for non-government income; greater accountability 
and a greater demand for quality and efficiency.  
Consequently, Johnston and Webber (2004) maintain that widening of participation and 
increasing diversity (socioeconomically, demographically and culturally) has brought 
significant pressures on universities as they struggle to cater for this new constituency of 
learners. This pressure can be seen in the many challenges faced by teaching 
professionals in their quest for excellence in an increasingly heterogeneous education 
environment. As UNESCO (2009) opine: ‘In order to engage previously underrepresented 
students and hence retain them, efforts to align the curriculum and teaching approaches 
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to their needs, interests and learning styles and previous experience will be critical’ (p. 
48). 
2.1.4 Quality  
On the back of unprecedented demand, the explosion of higher education providers 
worldwide and the blurring of lines between technical and higher education institutions 
the issue of quality assurance has begun to dominate the thinking of many governmental 
regulatory bodies in recent times. Increased student mobility and the growing 
interconnectedness of nations has fuelled demand amongst the new ‘student-consumers’ 
for a validation of both higher education institutions themselves and the qualifications 
they award. Furthermore, education consumers are calling for qualifications to exhibit 
some degree of comparability, to allow judgements regarding relative value to be made 
(UNESCO, 2009). 
Europe, in particular, (via the Bologna process) has made significant progress to integrate 
post-secondary educational frameworks between nations. This process was designed to 
ensure more comparable, compatible and coherent systems of higher education in 
Europe (EHEA, 2016). On a larger stage, the World Bank and UNESCO joined forces in 
2007 to develop the Global Initiative for Quality Assurance Capacity (GIQAC), a project to 
drive an agenda of educational quality standards worldwide. 
As a region at the vanguard of contemporary pedagogic thought, the publication by the 
British Government (DBIS, 2015) of a Green Paper signalling planned changes in higher 
education is illuminating. As a consequence of the recommendations in this paper, in 
2016 the British Government implemented a ‘Teaching Excellence Framework’ (TEF) 
within British universities. Naysayers suggest that this proposed legislative move is simply 
for the Government to be seen to be exerting judicious control over tertiary teaching in 
order to justify recent significant fee hikes. However, Jo Johnson, the Universities and 
Science Minister, claims this initiative will elevate the standing and quality of teaching by 
declaring ‘teaching is at the heart of the system’ (p. 8). The TEF initiative (DBIS, 2015) has 
been developed to ensure that: 
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All students receive an excellent teaching experience that encouraged original thinking 
and prepared them for the world of work; (aiming) to build an higher education culture 
where teaching has equal status with research and excellent teachers enjoy the same 
professional recognition and opportunities as great researchers; to include incentives that 
reward institutions that do best at retention and progression of disadvantaged students; 
and to provide students with the information they need to judge teaching quality (p. 8).  
In summarising the aims of the Green Paper, Johnson (2015) proposes that, in exchange 
for higher education fees, students should receive ‘great teaching, combined with 
rigorous assessment, useful feedback preparation for the world of work’ and have entre 
to ‘inspiring academics who go the extra mile, supporting struggling students, email 
feedback at weekends and give much more of their time than duty demands’. These type 
of teachers, Johnson maintains, will ‘change lives’ (Johnson, 2015). While statements such 
as this would find little disagreement amongst dedicated educators, the issue of 
assessing excellence in teaching remains problematic (Berk, 2005). 
Nevertheless, while the integration of quality standards worldwide is challenging due to 
both the disparate higher education frameworks and issues of definition, there is some 
agreement on how the quality of higher education may be raised. Due to the self-
accrediting status of universities in many advanced economies, and the fiercely 
independent nature of these organisations, the dominant model developing amongst 
Western regulators expects these institutions to evaluate themselves against their own 
self-imposed standards. Thus, the function of the regulatory body may be to validate the 
educational process against defined standards, rather than to dictatorially mandate 
standards to the institution and, in so doing, fashion a compromise between the 
governmental need for control while allowing universities to retain independence around 
curriculum and assessment. As UNESCO (2009) reveal, this validation process has led to 
an increased emphasis on the learning outcomes attributable to both higher education 
programs and the courses within those programs. In this way, institutions make 
‘guarantees’ to prospective students on the outcomes they can expect as a graduate of a 
specific program of study.  
Quality assurance via learning outcomes has special implications when placed against a 
backdrop of massification. This is because the range of abilities, backgrounds, 
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experiences and cultures is wide, yet the standards expected to be reached following 
completion of the program of study are uniform. For instance, academic writing is a skill 
identified as particularly difficult for those who are studying in a second language. This 
will place new demands on organisations with particularly diverse cohorts in terms of 
support system arrangements and remedial processes while placing pressure on 
pedagogy and teaching strategies in order to meet definitive learning outcomes. 
These organisational and teaching challenges are likely to impact unevenly. High 
reputation elite universities practicing highly selective student recruitment are unlikely to 
be particularly burdened by the need for remedial support due to a largely homogenous 
student body. In contrast, widened-participation universities probably require significant 
adjustments in both organisational processes and pedagogy in order to accommodate 
demanding quality assurance measures.  
2.1.5 Financing massification 
Along with health, education is often regarded as the area most deserving of publicly-
funded contributions within a modern, democratic society. Indeed, many nations have a 
long history of providing some of its citizens with free or, at the very least, highly 
subsidised access to tertiary education. The massification phenomenon within higher 
education has challenged these tenets of educational entitlement as the public purse has 
simply not been able to keep pace with the enormous growth in student demand. As 
UNESCO (2009) observes ‘In financial terms this (highly subsidised education) has 
become an unsustainable model, placing pressure on systems to fundamentally 
restructure the ‘social contract’ between higher education and society at large’ (p. xii). 
Specifically, Tilak (2008) reveals a reduction of 18% in public expenditure in higher 
education per student across high income countries (% GDP per capita) in the fifteen 
years preceding the survey. In upper middle income countries this reduction was even 
greater at 38% (Tilak, 2008, p. 456). Of particular importance here is the notion of public 
or private good. Does a university degree confer greater benefit on the nation within 
which the education is provided or on the individual receiving that education? While few 
would argue that human capital within a society is enhanced by higher levels of 
educational know-how, in the face of rampant massification, the private good argument 
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is both convenient and timely, despite the fact that tertiary education has always had a 
public-private sharing of benefit. Tilak (2005) reports five key trends in the funding of 
higher education; an overall decline in public expenditure in HE; the introduction of 
tuition fees in many countries; the introduction of student loan programs as a 
mechanism of financing HE; the sourcing of funding from third-parties such as the 
corporate sector and the privatisation of the public education sector. Many countries are 
now charging tuition fees where previously free or largely free higher education was 
available (e.g. United Kingdom and China). Others have left the education of the masses 
to private providers, and continued to fund only elite students (e.g. Japan and Brazil) 
leaving very few countries (Finland, Sweden) who prohibit the charging of tuition fees 
(Tilak, 2005). 
When considering the funding impacts within a widened-participation scenario, two key 
points need to be made. Firstly, low socio-economic status is historically a significant 
barrier to university attendance, as Bourdieu (1996) described. While the democratisation 
of higher education promised to break down these socio-economic preclusions, in fact, 
due to the unsustainability of government funding when faced by extreme student 
demand, more of the financial burden has fallen to the individual student in the ways that 
Tilak (2005) suggests. This means that the very students that a widened-participation 
agenda was meant to encourage have been hampered by rapidly rising fees, and their 
families are the least able to cope with increased costs. Somewhat ironically, it would 
appear that, for most countries, anything more than elite higher education system is not 
capable of being fully sustained by the public purse – a significantly greater proportion of 
students now have access to higher education, but they must foot an increasing share of 
the bill themselves.  
Secondly, and of specific relevance to this thesis, the reduction in the proportion of 
revenue attributable to government funding noted above has seen universities operating 
in a more and more parsimonious fashion from a fiscal perspective. This may be seen in 
the increase in the ratio between students and staff in universities (see section 2.2.6), 
increasing workloads or a reliance on casual and lower paid academic staff for teaching 
resources (Klopper & Power, 2014). Indeed, in Latin America 80% of the professoriate is 
engaged on a part-time basis (UNESCO, 2009). As the UNESCO report notes; ‘The 
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academic profession is under stress as never before’ (p. xv). These undesirable 
developments all place pressure on pedagogic excellence; students may find it difficult to 
gain support and academic advice, staff may be less committed to student progress and 
staff may lack teaching and discipline experience. Furthermore, the average academic 
qualification across the population has declined in a number of countries (UNESCO, 
2009). 
The rise of the student-consumer in universities has been paralleled by a transfer in 
power within higher education from academics to business managers. The prevailing 
dominance of market sensibilities may be at the expense of academic rigour and 
individual academic pastoral care further compromising a focus on the quality of the 
educational experience being delivered. 
2.2 The Australian context 
Higher education in Australia is delivered by approximately 170 institutions across the 
country, 40 of which hold university status. In common with many developed countries, 
Government expenditure on higher education as a proportion of Gross Domestic Product 
(GDP) is reducing from 0.56% (2015) to a projected 0.48% by 2018. This compares 
unfavourably with an Organisation of Economic and Cultural Development (OECD) 
average of one percent (Hare, 2015). The proportion of working age Australians with a 
higher education qualification is currently 25%, up from just 3% in the 1970s (Grattan 
Institute, 2016).  
Since 2000, however, much of this growth has been attributable to increases in the 
number of international students with some 350,000 enrolled across Australian higher 
education institutions in 2014 (Grattan Institute, 2016). This increase in international 
demand was fuelled by facilitating federal government policies. Since 1988 universities 
have been able to enrol an unlimited number of international students at higher fee rates 
than those paid by their domestic counterparts while attractive visa conditions have 
further driven demand. Domestic enrolments in Australian universities exceeded one 
million for the first time in 2014 (Grattan Institute, 2016). 
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2.2.1 Higher education as an economic lever – The Dawkins reforms 
The drive in Australia for a highly credentialed work force to underpin economic growth 
has its genesis in the so called Dawkins reforms of 1987 and 1988. Preaching a mantra of 
‘growth, institutional rationalisation, the modernisation of management, establishment of 
links with industry, user-pays arrangements and a more corporate culture’ (Marginson, 
1993, p. 122) these changes were highly controversial in that they recast the role of 
Australian universities at the end of the 20th century. Until the Dawkins reforms, 
universities saw themselves as hybrid organisations which, while undoubtedly serving an 
economic role in society, also held dear cultural values surrounding notions such as 
academic freedom, institutional autonomy and scholarship for its own sake. Predating 
the Dawkins era by nearly three decades, Newman (1959, p. 191) declares: ‘If then a 
practical end must be assigned to a university course, I say that it is that of training good 
members of society. Its art is the art of social life and its end is fitness for the world’.  
The Labor government, of which Dawkins was a part, took a contrary view, and 
implemented policies that made higher education institutions instrumentalist. That is, the 
government of the time wished to ‘subordinate the universities to extrinsic purposes’ 
(Marginson, 1993, p. 124). Those ‘extrinsic purposes’ can be seen, purely and simply, as a 
lever for national economic growth. To quote Dawkins (1987): ‘As the prime source of 
higher level skills for the labour market, the higher educational system has a critical role 
to play in restructuring the Australian economy’ (p. 1).  
Unsurprisingly, these widespread reforms faced a barrage of criticism from within 
academia, as the moves were seen as ‘anti-intellectual, because (it) does not treat 
education as an end in itself’ (Marginson, 1993, p. 124). Hunter (1991) described the two 
sides of the debate as ‘mutual incomprehension’ (p. 11) but it is the economic rationalism 
arguments championed by Dawkins that remain in the ascendency today. Its advocates 
maintain that high levels of education are vital to lifting economic productivity, while 
assisting the competitiveness of Australia globally.  
The Dawkins policies certainly did have a profound influence on the higher education 
landscape. On the back of a doubling in the number of students staying on until Year 12 
of high school during the 1980s (Marginson, 1993) the growth targets in higher 
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education enrolments encouraged by the policy levers were easily surpassed, and the 
journey towards massification had begun in earnest. The recent findings of Holland, 
Liadze, Rienzo and Wilkinson (2013), support the Dawkins philosophy when they say: ‘The 
empirical literature typically finds a positive relationship between education and GDP 
growth. However, a multitude of indicators are used, particularly to capture measures of 
education, which makes the studies hard to compare’ (p. 7). Overall, these researchers 
believe that a one percent increase in the number of university degree holders in the 
population boosts national productivity by 0.2-0.5%, and suggest that increasing 
graduate numbers in the United Kingdom was responsible for one third of the 
productivity gains between 1994 and 2005 (Holland et al., 2013). 
The contention that there is a direct correlation between the number of degree 
graduates and strong national economic performance is not without its detractors, 
however. Marginson (1993) argues that ‘more and better higher education is not 
sufficient, in itself, for economic growth or the skilling of production’ (p. 124) and he 
maintains that, for many years, Australia’s educated workforce has been under-utilised 
rather than under-supplied.  
Post Dawkins, the key recommendations of the next major review of higher education, 
the so-called ‘West Review’ in 1998 were not adopted by the Government of the day and 
funding policies were largely left untouched. However, some core aspects of the review, 
principally the notion of demand driven funding, were to pave the way for the sweeping 
educational reforms to follow (DET, 2015). Key findings from the 2002 ‘Nelson Review’ 
heralded in the Higher Education Support Act (2003), in effect determining student load 
to be the way in which funding for universities in Australia was to be calculated 
henceforth. 
2.2.2 The Bradley review 
In common with most of the world’s leading economies, the Australian Labour 
Government of 2008 saw a more qualified workforce as a key to a strong future 
economy. In response to the Bradley Review of Australian Higher Education (2008), 
further ambitious objectives were set for the expansion of the university sector; ‘The 
Government is committed to making Australia one of the most educated and highly 
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skilled workforces in the world in order to secure national long term economic prosperity’ 
(DEEWR, 2009, p. 31).   
The objectives of these reforms were bold; dramatically increased participation rates in 
higher education with a target of 40% of 25-34 year olds holding an undergraduate 
degree (or above) by 2025 (DEEWR, 2009, p. 12). This equates to approximately 217,000 
additional graduates by the year 2025. Many of the new students were expected to be 
drawn from lower Socioeconomic Status (SES) backgrounds, may commence higher 
education studies with relatively low academic admission scores and may not come from 
families where university attendance has been part of the expected norms. Thus, diversity 
can be seen as an inevitable necessity if ambitious targets are set for graduate numbers. 
The mechanism for this expansion was the introduction of a demand-driven system 
within public universities. Since the early 1970s Commonwealth Government policy had 
seen ‘caps’ placed on domestic student enrolments, thus restricting access to university 
places. These caps were invariably below levels of natural demand, so universities existed 
within a stable environment where student quotas were almost always filled. As the 
Grattan Institute (2013) notes, competitive pressures within universities were weak. This 
meant universities chose only the highest achieving students, and participation was 
relatively narrow with a stubbornly homogenous cohort. 
According to DEEWR (2009) the introduction of a demand-driven system via the removal 
of capped places should have three main consequences. Firstly, the policy aimed to 
significantly increase the supply of graduates to the Australian economy. Secondly, the 
policy aimed to give greater choice to students, courtesy of the removal of constraints to 
university places and, thirdly, disadvantaged groups were expected to benefit from 
improved access to higher education. Consequently, 2012 saw public universities able to 
take an unlimited quantity of bachelor-degree students at the Commonwealth supported 
fee rate and Australia had democratised its higher education sector. 
2.2.3 Progress towards objectives 
Following the application of these governmental levers, were the DEEWR objectives met?  
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Figure 2: Enrolled students and population growth in Australia, 1989–2014. Source: Department of 
Education and Training; Australia Bureau of Statistics  
Table 1: Low SES and Indigenous student enrolments. Source: DIICCSRTE Annual Report 2013.  
As can be seen from Figure 2, the removal of capped undergraduate places at university 
in Australia significantly boosted student numbers with an increase of nearly 6% in the 
number of Commonwealth support places offered and accepted between 2011-12 and 
2012-13 alone. According to the Department of Education and Training (2016), over a 
third of people aged 25 to 34 now hold a bachelor or higher qualification in Australia, 
testament to both the value placed on higher education in our society and the 
introduction of policies encouraging massification.  
The third objective of the 2012 reforms was to redress the uneven representation of 
disadvantaged groups in higher education. For Indigenous Australians and low SES 
students, it would appear that the policies have, indeed, widened participation in higher 
education. Table 1 shows that the proportion of students from a low socioeconomic 
background rose to over 17% of the total undergraduate enrolments in 2012-13. 
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Introduction of the demand-driven system has paved the way for low SES students to 
access universities, and the government target of 20% of undergraduate places for this 
group by 2020 (DEEWR, 2009) appears feasible. As the Grattan Institute (2013) notes 
‘With eased enrolment restrictions, the number of students from low SES backgrounds 
grew by 40 percent after years of stagnation’ (p. 1) in the period 2009-2012. 
Indigenous student numbers have also been boosted since the introduction of uncapped 
undergraduate student places. Numbers have swollen to 12,595 students representing in 
excess of a thirteen percent increase over the last two years, significantly higher than the 
general undergraduate growth rate of nine percent in this period.  
2.2.4 The knowledge economy meets federal frugality  
Unsurprisingly, the demand-driven policies have had significant impacts on the federal 
budget as mass education comes at a price. The rapid growth in students accessing 
Commonwealth supported places has seen the tuition subsidy program grow to $5.8 
billion in the support of higher education students (Grattan Institute, 2016). 
On 7th September 2013 the incumbent Australian Labour Party government was defeated 
by the Liberal/National coalition heralding a more frugal approach to spending on higher 
education. With the coalition inheriting a budget deficit of around $47 billion (MYEFO, 
2013), the rapidly expanding costs to maintain the Commonwealth Grant Scheme were 
targeted for reform. As Norton (2014) in the Sydney Morning Herald reports ‘With the 
Government looking for budget savings, higher education was never going to escape 
scrutiny’. 
Appearing unwilling to overturn the demand-driven premise entirely, Minister for 
Education and Training, Christopher Pyne, announced a raft of budget-focussed changes 
including reductions to government tuition fee subsidies by an average of twenty 
percent, removing controls on undergraduate domestic fees and raising the interest rate 
to be paid on student debt. Overall, this will shave two percent off the Commonwealth 
Grant Scheme budget in 2014, netting the government a projected $228 million in 
savings, increasing to $300 million in savings by 2016-17 (Grattan Institute, 2013). Clearly, 
the government aimed to transfer more of the burden of a university education from 
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itself onto students. With increasing student numbers and a decreasing per student 
government contribution it is feared that university redundancies, larger class sizes and 
cuts to equipment/infrastructure spending will result, significantly impacting the quality 
of teaching (Grattan Institute, 2013). 
The impact of allowing institutes to set fee levels for Bachelor programs from 2016 has 
yet to be ascertained, although there is no doubt that universities will seek to pass on the 
cost increases (from lowered government contributions) to students. By way of example, 
the Vice-Chancellor of Melbourne University, Glyn Davis said: ‘Initial analysis shows the 
gap [caused by reduced public funding] is momentous indeed – fees would need to rise 
by 45 per cent to make up lost funding in social science disciplines, by 54 per cent in 
Science, and by 61 per cent in Engineering’ (Davis, 2014).    
To paraphrase the Bradley Review (DEEWR, 2009) it could be interpreted that the 
Government is no longer quite so committed to paying for the education required if 
Australia is to have one of the most educated workforces in the world today.  
Historically, the acceptance of a school leaver into university has been based almost 
entirely on prior performance in the final years of school. As Norton in the Grattan 
Institute report (2013) eloquently comments ‘This created a market in which ATAR was 
the currency and the cut-off mark the price’ (p. 5). The introduction of a demand-driven 
system has had a significant impact on university tolerance to lower levels of 
demonstrated academic performance amongst school-leaver applicants. Since 2009, the 
offer rate to students whose Australian Tertiary Admission Rank (ATAR) score was below 
70 has risen sharply with this group representing 61% of all offers made in 2011 (Group 
of Eight, 2012). Furthermore, recent years have also seen significant growth in university 
offers to those school-leavers with ATARs of 50 or below, with increases in this category 
responsible for twenty percent of all growth in school leaver offers (Group of Eight, 2012). 
While it would be reasonable to speculate that the higher the ATAR score, the more likely 
the student is to complete the degree, the relationship appears to be non-linear (Group 
of Eight, 2012). However, according to Marks (2007), a difference of 20 ATAR points 
approximately doubled completion rates. A policy note from the Group of Eight 
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summarises their view regarding the acceptance of many more low ATAR students into 
the higher education system: 
This has obvious implications for an expanding system which is admitting greater 
numbers of less academically prepared students. These students will need more support, 
and more intensive teaching, which in turn requires more resources. Without increased 
resources and attention to learning needs, attrition will increase or the quality of student 
learning outcomes will fall (p. 5). 
The ‘attention to learning needs’ suggested here is at the heart of the research question 
posed by this thesis. 
As a counterpoint to the Group of Eight view, the Grattan Institute (2013) point out that, 
even amongst those students entering university with a low ATAR score, over 60% 
manage to complete their degree within seven years of starting (Figure 3). While there is 
a clear relationship between academic entrance standards and degree completion, a 
return to a capped, elite university selection policy would deprive many of these students 
of the prospect of a degree. 
Figure 3: Completions and continuing enrolment by ATAR band. Source: DIICCSRTE data (Grattan 
special request) 
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Governmental policies to increase the proportion of the Australian population holding an 
undergraduate degree are not without detractors, particularly amongst traditional elite 
university leaders. The argument is that lowering entry requirements to higher education 
programs forces standards to be reduced and, in so doing, dilutes the value of a 
university degree. Lack of agreed exit standards across the university sector adds weight 
to this argument although, in Australia, new policies are now in place to establish some 
measure of consistency via external moderation and benchmarking.  
Since January 2015, the Australian regulator is mandating that higher education 
institutions engage in external benchmarking for program outcomes. It is premature to 
anticipate how the attempted moderation of program learning outcomes will impact on 
completion rates, particularly as the way in which this requirement is to be applied is, at 
the time of writing, imprecisely defined. 
The Grattan Institute (2013) maintain that many universities are unwilling to accept 
students with low ATAR scores. They suggest this is due to the damaging effects lower 
ATAR students may have on the prestigious reputation of the university, but also that 
these elite institutions are not well prepared to teach this group effectively. According to 
Grattan Institute (2012) ‘Classes with mixed academic ability and preparedness can be 
difficult even for talented teachers’ (p. 9). Thus, the burden of support for these lower 
ATAR students falls unevenly across institutions with elite universities having less 
requirement to offer additional academic support mechanisms, while wide-participation 
universities must invest heavily in these services.  Consequently, a mere 25% of low ATAR 
students received an offer from any university in 2012 (Grattan Institute, 2013).  
2.2.5 Australian response to the quality standards imperative 
In parallel to graduate growth policies, the Australian Government has signified a clear 
desire to ‘enhance overall quality in the sector’ (DEEWR, 2009, p. 8). These reforms pose a 
pedagogical dilemma. How do educators within higher education contend with the 
demands of the new socially inclusive educational environment when charged with the 
maintenance and/or enhancement of educational standards forged during a time of 
academic elitism? 
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Elitists or evangelists? 
…and in the blue corner is the elite university. Promoting 
a doctrine of quality rather than quantity, this 
combatant is the darling of conservative governments 
the world over as it enables rigorous control of public 
spending on university students through educational 
parsimony.  
Opposing them in the red corner, is the humble 
subordinate university. Preaching a mantra of education 
for everyone, equity and incentivisation for marginalised 
groups this contestant maintains that an increase in the 
proportion of the population who are degree-qualified 
will position us better in the knowledge economy. 
But, in both cases, they would say that…  
Government has an implicit obligation to ensure that public funds are appropriately 
spent. In recent times, this obligation has resulted in a number of initiatives by successive 
Australian governments in an attempt to ensure both effectiveness and efficiency in the 
higher education sector. Furthermore, governments are interested in designing policy 
which promotes a highly skilled workforce to drive future social and economic growth. 
Given this burden of responsibility it is not surprising that universities have come under 
increased scrutiny to demonstrate public accountability. 
Specifically, the Australian Universities Quality Agency (AUQA) was established in 2000 to 
provide a national body to audit and report on quality assurance in higher education. 
AUQA’s audit manual specifically includes ‘teaching and learning’ in the scope of its 
activity (AUQA, 2006). 
Subsequent to the establishment of AUQA, the Australian government had linked 
university funding to learning and teaching metrics via the creation of the Learning and 
Teaching Performance Fund in 2003. The goal of this initiative was to reward the 
providers that demonstrate excellence across 
learning and teaching (Nelson, 2003). Following 
the submission and approval of a learning and 
teaching plan, universities were assessed on the 
basis of; rates of graduate employment, student 
progression to further study, student satisfaction 
and retention (Chalmers, 2007). Due to the 
complexity of determining teaching quality, 
these outcome-based metrics can be seen as 
proxies for more specific measures of teaching 
and learning performance.  Indicators were 
generated from just three sources; Graduate Destination Survey (indicating employment); 
Course Experience Questionnaire (CEQ) (indicating student satisfaction) and annual 
statistics from university records (indicating progression and retention). 
The Bradley Review of 2009 recommended that an independent national regulator be 
established for the regulation of tertiary education in Australia in order to ‘provide a 
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more effective, streamlined and integrated sector, achieving a sustainable and 
responsible higher education system in the larger, more diverse and demand-driven 
environment’ (TEQSA, 2016). 
This recommendation was implemented with the Australian Government passing the 
Tertiary Education Quality and Standards Agency (TEQSA) Act in 2011.  In doing so, the 
Government maintained that it was ‘Committed to ensuring that growth in the higher 
education system will be underpinned by a robust quality assurance and regulatory 
framework that places a renewed emphasis on student outcomes and the quality of the 
student experience’ (TEQSA, 2016). This resulted in the guiding document, the Higher 
Education Standards Framework’ being considerably more detailed and prescriptive in 
quality assurance aspects of learning and teaching than those regulatory controls that 
had gone before. Thus, the quality assurance era that was sweeping the global higher 
education landscape in higher education became legislatively enshrined in Australia. Four 
sections of the Higher Education Standards Framework exert more than a passing 
influence on the topic of this thesis; 1.4, Learning Outcomes and Assessment; 2.2, 
Diversity and Equity; 3.2, Staffing; and 3.3, Learning Resources and Education Support 
(TEQSA, 2016). Together, these Standards will contextualise the ways in which teaching is 
undertaken in an environment defined by quality assurance and accountability.   
A further confounding factor in the quality assurance/teaching excellence debate is the 
vexed issue of the student:staff ratio (SSR). Described by Court (2012) as ‘A key measure 
in the provision of higher education…for more than half a century’, the student:staff ratio 
is often utilised by regulatory bodies and accrediting agencies as a surrogate measure of 
the educational quality provided by an institution. As with evaluations within the primary 
school system, low SSR ratios at university level are seen as highly desirable by dint of the 
greater individual attention that can be bestowed on each student within this 
environment. Indeed, many national and international ‘league tables’ use SSR as a key 
benchmark in assessing the quality of education likely to be available through that 
institution (Court, 2012). If SSR is accepted as an indicator of quality of teaching, then 
high demand via massification raises significant challenges on this front.  
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Particularly in Australia, universities have taken a neo-liberal stance to the wave of new 
tertiary students by allowing much larger class sizes to augment drives for greater 
organisational efficiency. In fact, the National Tertiary Education Union (NTEU) reports 
that the amount of students in a single teacher university classroom has nearly doubled 
since 1990 as a result of chronic underfunding (www.abc.net.au/news). On average, in 
1990, there were 13 students for every academic staff member at universities in Australia, 
a figure that compared favourably with OECD averages. In 2012, however, that ratio had 
risen to 24:1, significantly poorer than the OECD mean of 15.5:1 in 2010-2011 (Court, 
2012). 
 
This increasing SSR ratio (Figure 4) is thought to have significant negative impacts on 
teaching quality within Australian universities. Larger class sizes implies less individual 
attention, less feedback to students, less ‘active’ learning and more mechanised testing 
protocols. Emeritus Professor Frank Larkins summarises this trend: ‘Over a 20 year period 
it would be correct to say that student to staff ratios have almost doubled. It has been 
partially offset by new media but the main imperative, face-to-face learning in class, has 
suffered dramatically’ (ABC, 2013). 
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Figure 4: Number of students/teacher in Australian universities. Source: Universities Australia 
(n.d.)  
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The budget of 2016 saw the publication of a new position paper ‘Driving Innovation, 
Fairness and Excellence in Australian Higher Education’. While the paper concerned itself 
primarily with future funding to accommodate student demand (massification), one 
paragraph indicated future directions for HE teaching and student learning:  
The courses Australians undertake should pay dividends – not only for the individual but 
for the economy as a whole. Institutions must therefore be focussed on delivering 
students the best possible learning experiences. They must innovate to deliver learning 
that gives graduates a competitive edge and delivers productivity gains to future 
employers. There must be both transparency of and accountability for graduate outcomes 
(p. 7). 
From an educational perspective the clear focus for the Government is on employability 
and graduate skills, a theme which will be taken up in the findings of this project. 
In conclusion, this chapter has sought to identify and quantify the significant global 
macro-environmental forces that are defining the field of higher education in the early 
part of the 21st Century, with massification being predominant amongst these. Secondly, 
the context of this study was located via an analysis of the Australian political and 
economic landscape as it applies to higher education. This paves the way for a review of 
the extant literature surrounding the topic at hand (Chapter 3) in order to scaffold the 
subsequent study. 
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Chapter 3:  Literature Review 
This chapter sets the scene for the research project by first establishing the basis by 
which the extant literature will be approached. The review will then proceed by 
examining three bodies of knowledge, as the issue at hand can be considered as lying at 
the intersection of these frames of reference. In this way, the research gap can be 
identified, with the design of the study shaped to inform the missing element in the 
existing literature. 
3.1 Purpose 
3.1.1 Substantive theory underpinnings 
There is much disagreement over the requirement for early substantive theory 
generation in qualitative research. Some (e.g. Glaser & Strauss, 1967) advocate the 
delaying of any interrogation of extant theoretical literature as they see it hindering the 
emergence of new theory. Others stress the importance of a single frame of reference on 
which to scaffold the research study with this conceptual model acting as a foundation 
from which to generate new understanding. 
While not following a case-study approach, this project takes the compromise position of 
Yin (1994) who advocates an extensive review of relevant literature, without reference to 
a primary frame of reference. This half-way-house ‘clarifies what they are up to’ (Wolcott, 
1995, p. 189) while leaving the researcher relatively unencumbered by the rigours of a 
conceptual framework. It is anticipated that this approach to substantive theory in the 
description of the phenomenon will allow adequate space for emergent theory to unfold 
(Lincoln & Guba, 1985). 
Consequently, this thesis does involve a rigorous review of the relevant extant literature, 
but in the interests of encouraging theory development, avoids hitching the emergent 
horse (pony?) to a particular conceptual wagon.     
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3.1.2 Framework for investigation  
This project can be seen to be situated at a nexus between three dominant bodies of 
extant literature; the central topic (excellence in higher education teaching); and two 
adjunct spheres that define the location of the study being undertaken (the changing 
nature of the university environment; and the characteristics of business pedagogy). 
These three aspects will be reviewed within the context of the Australian higher 
education sector. The intersection elucidated is modelled in Figure 5, together with some 
of the dominant theory sources within each node. Some studies exist purely within a 
single node in this extant literature conceptualisation, while others bridge the divide 
between two of the three bodies of knowledge that are the focus of this review. 
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Figure 5: Diagrammatic representation of substantive theory 
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3.2 Extant literature 
3.2.1 The changing nature of universities 
There is evidence to suggest that universities have been slow to accommodate the 
learning needs of non-traditional students, as the widening participation of higher 
education has been accompanied by unacceptably high drop-out rates of 28% (DEEWR, 
2009, p. 14). If an inclusive paradigm concerning participation is to be adopted in higher 
education then, likewise, the pedagogic approach employed needs to be inclusive and 
responsive to the needs of a widened student cohort. If this is not the case, then these 
non-traditional students are being set up for academic failure. According to Barrington 
(2004, p. 421) ‘Teaching and learning in Western higher educational institutions still 
privileges certain ways of knowing and focuses on a narrow view of the intellect – and 
does not allow for socio-cultural differences’.   
Relevant literature 
In his seminal works, it was Bourdieu (1979, 1990, 1996) who exposed the significant role 
that universities played in the reproduction of social class. It was, he believed, the 
autonomy of the university system that allowed an academic and social elite to 
perpetuate, despite the growing market pressures that held sway in almost every other 
field of activity. 
In the last three decades, however, these powerful social and cultural forces are being 
displaced by economic forces in the shape of neo-liberal market influences (Deem, 2001). 
In an attempt to generate strong economic growth from both the provision of a higher 
skilled domestic workforce and from accessing lucrative international markets, 
Governments the world over have adopted policies encouraging rapid massification and 
democratisation of Higher Education (Naidoo, 2004). In Bourdieuian terms, cultural 
capital is being rapidly supplanted by economic capital as universities become an ‘Engine 
for national economic growth, and an instrument for the realisation of collective 
aspirations’ (Johnstone, 1998, p. 2). The growing role of higher education as a 
governmental economic lever can be witnessed by the fast-changing policy initiatives 
identified and reviewed in chapter two. Furthermore, Johnstone (1998) outlines an 
attendant market shift in decision making power from institutions of higher education to, 
Chapter 3:  Literature Review 
 
33 
 
as Naidoo and Jamieson (2005, p. 270) describe them, the ‘student-consumer’. This view, 
however, may be at odds with the beliefs of the participants of this study, articulated in 
the findings in chapter five of this thesis. Mok and Neubauer (2016) describe how 
massification has generated down-stream pressures on graduate employability (due to 
an imbalance between supply and demand in the labour market) resulting in a 
dampening of upward social mobility.  
In the Australian higher education environment, massification policies such as the 
uncapping of the number of university places that can be offered has resulted in 
significant growth in academically lower performing students attending university. Of 
direct relevance to this thesis is the relatively recent work of Naidoo and Jamieson (2005), 
suggesting that commodification of education via market policies does not impact on 
universities evenly. Their research indicates that elite universities have the resources and 
reputation to re-legitimize academic capital and, in the way Bourdieu (1996) articulated, 
maintain a preeminent position in the marketplace. Subordinate universities, on the other 
hand, are compelled to bear the brunt of participation-widening policies, according to 
the authors, and consequently face a raft of challenges posed by an inclusive student 
population. Chief amongst these challenges is the issue of educational quality, with 
Naidoo and Jamieson (2005) speculating that commodification and consumerism within 
higher education may harm pedagogical relationships, student motivation and promote 
an instrumental attitude to learning. Giannakis and Bullivant (2016) offer recent specific 
evidence of raw increases in student numbers impacting on higher education quality.  
In the Australian context, there is some limited but specific evidence that diversity does 
have some correlation with academic performance. Lewis (1994) analysed the progress of 
10,000 students over a three year period to assess relative impact of diversity on 
academic performance. The principal findings were: 
1. Those who have completed or partially completed a degree at another institution 
perform well above the mean 
2. Indigenous students consistently perform below the norm 
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3. Previous academic performance during the last years of school are imperfectly 
but strongly correlated with university performance 
4. Females perform at a higher standard than males 
5. Generally, students who speak English at home outperform those that do not. 
This, however, does not apply to school leavers 
6. Older students perform better 
7. Local students outperform non-local students 
These findings strongly support the view that greater diversity across a range of 
parameters will, indeed, tend to hinder academic performance (and will impact on 
completion rates as summarised in Chapter 2). This data also suggests that teachers 
practising within a widened-participation arena will need to adapt their approach in 
order to foster successful completion of a qualification amongst some at-risk groups.    
The Committee of Vice-Chancellors and Principals of the Universities of the United 
Kingdom (CVCP), however, contests the notion that wider access results in an erosion of 
standards and presents evidence to refute the proposition that ‘entrants from socially, 
economically and educationally deprived backgrounds present a threat to the 
maintenance of standards in HE’ (CVCP, 1998, p. 8). 
Devlin and Samarawickrema (2010) acknowledge the likely impact of massification and 
internationalisation on teaching per se when the authors state that; 
In order to engage all students, teachers must have an appropriate pedagogical response 
that accommodates a wider range of both learning styles and preferences and a wider 
range of language, cultural and educational backgrounds than has previously been the 
case (p. 119).  
It is the identification of the ‘appropriate pedagogical response’ that will be the central 
theme of this thesis. 
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3.2.2 Teaching excellence in higher education 
The concept of teaching excellence in higher education has been addressed generically 
by a number of researchers (e.g. Ballantyne, Bain & Packer, 1999; Evans & Kozhevnikov, 
2016; Ramsden, 2003). This research project intends to extend this understanding by 
specifically considering the way in which pedagogic strategies have been adapted to 
address the needs of a student cohort exhibiting a broad range of academic 
competencies. Matching pedagogy to the changing student population is likely to be a 
key to governmental ambitions of a more skilled workforce. How this can best be 
accomplished by educators has received scant research attention, particularly in the field 
of business. 
Relevant literature 
While it is difficult to envisage an institution within higher education that does not claim 
to pursue ideals of ‘teaching excellence’, this concept of excellence defies a simple 
definition and is similarly challenging to both nurture and implement. Both McLean 
(2001) and Trigwell (2001) deny the existence of a widely-accepted definition of 
excellence.  This is despite efforts of a multitude of researchers to identify the facets of 
good teaching within higher education over a period of at least seventy-five years 
(Weimer, 1990). Lowman (1996) attempts to capture the definition-defying yet intuitively 
attractive concept of teaching excellence by stating ‘the notion of the exemplary...teacher 
shares much with any idealised concept, such as truth or beauty; it is difficult to achieve 
consensus on a general definition, but most people think they know a specific example 
when they see it’ (p. 33).   
Furthermore, there are those that suggest that not only is the concept difficult to define 
but, more fundamentally, they question the validity of lauding ‘excellence’ in teaching at 
all. Controversially, the 2007 conference of the UK-based Higher Education Academy 
carried the motion that ‘excellence has become a meaningless concept’ (Skelton, 2009, p. 
107). Recent criticism of the quest for teaching excellence revolves around benefits 
accruing to only those individuals who are successful in gaining awards, rather than the 
more widespread institutional advances hoped for from teaching quality initiatives. 
Indeed, Clegg (2007) suggests that the concept of educational excellence be dispensed 
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with entirely, advocating, in its place, a satisficing or ‘good-enough’ approach to teaching 
quality.  
It would appear, however, that the motivation towards teaching excellence may fulfil a 
number of important roles. As Skelton (2009) opines, excellence exerts a ‘potent force to 
drive us forward’ (p. 107) in, arguably, the most important role of the university – 
facilitation of learning.  
The focus group study of the National Teaching Fellowship Scheme (UK) conducted by 
Skelton (2004) to research issues surrounding teaching excellence identified six themes: 
• Teaching excellence needs to be distinguished from didactic teaching 
• Teaching excellence requires a collaborative approach between student and 
teacher 
• Teaching excellence involves teachers making appropriate choices from a 
repertoire of techniques and methodologies to suit both the students concern 
and the context of learning 
• Excellent teachers can be distinguished by their commitment to a long-term 
continuous process of professional development through critical reflection 
• Excellent teachers can be distinguished by a number of personal qualities and 
commitments such as; enthusiasm, energy, approachability, the interest they show 
in students as people, their communication skills and their ability to relate and 
empathize with students 
• Teaching excellence involved demonstrating a concern for ‘weaker’ students, 
helping them with their learning difficulties and being available for remedial help 
The concept of teaching excellence implies a continuum of performance stretching from 
incompetence to excellence. This implies that excellent teaching is not simply competent 
teaching, and educators who demonstrate ‘excellence’ exhibit skills and techniques above 
and beyond the usual expected standard. Given that excellence is a normative concept 
(Elton, 1998), the suggestion is that only a few higher education teachers can ever be 
rated as excellent. Skelton (2009) agrees, maintaining that ‘excellent teaching can be 
distinguished from ‘everyday’ teaching in higher education’ (p. 109). Evans (2000), 
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however, approaches teaching quality from a position of ‘ordinariness’ where, within a 
widened-participation agenda, he champions the objective of raising standards amongst 
the majority of teachers as opposed to encouraging pedagogic excellence amongst just a 
few. Findings from this study may be valuable in this regard in that they define the 
characteristics of an exemplary practice to which all educators in higher education may 
aspire, thus having the potential to raise the quality bar across the board. 
Elton (1998) offers a hierarchical classification by maintaining teaching within higher 
education can be ‘excellent’ at an individual, departmental or institutional level. He 
argues that teaching excellence on an individual basis (the thrust of this research project) 
is the most important dimension as ‘the excellence of institutions and their departments 
must build on the excellence of the individual members of the institution’ (p. 6). 
Moreover, he maintains that individual teaching excellence is a prerequisite to excellence 
at departmental and institutional level (Elton, 1998). 
Skelton (2005) also comments on excellence from an institutional perspective. In a 
widened-participation environment, replete with student diversity, Skelton speculates 
that institutions may redefine teaching excellence in terms of the organisational mission. 
Thus, ‘teaching intensive’ universities may lay claim to excellence based on commitment 
to pedagogy and vocational relationships, ‘research intensive’ universities may stress 
teaching excellence linked to research findings/scholarship of staff or even student 
experience excellence via the provision of ‘genuine forms of spectacle and enchantment’ 
(Ritzer, 2001). 
Interestingly, a number of studies (Vielba and Hillier, 2000; Hillier and Vielba, 2001) have 
contrasted ‘official’ discourses on teaching excellence (i.e. those of quality assurance 
authorities) with student/teacher views on the characteristics of excellence. The 
researchers describe a mismatch between the two perspectives. Both teachers and 
students tend to define excellence in terms of ‘softer’ attributes (e.g. enthusiasm, 
creativity, ability to manage relationships, people orientation, subject involvement) but 
the officially sanctioned view of teaching excellence focusses on quantitative 
characteristics. The researchers speculate that the soft attributes of teaching are not 
readily able to be distilled into the quantifiable measures demanded by the quality 
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assurance bodies tasked with 
enhancing teaching standards (Hillier 
and Vielba, 2001). As an investigation 
into exemplary practice from the point 
of view of the educator, this study 
confirms the preponderance of softer 
attributes in the way in which teachers 
define excellence, as highlighted by 
the aforementioned studies. 
Pedagogical Epochs: Development 
of the philosophy surrounding 
quality teaching in higher education 
Research into the way students learn 
goes back over one hundred years 
but, according to Biggs and Tang 
(2011), this scholarship has resulted in 
very little in the way of direct 
improvements in teaching quality. The 
authors attribute this to the pursuit 
amongst educational psychologists of 
the One Grand Theory of Learning 
(Biggs and Tang, 2011) which would 
apply to all contexts, be they primary 
schools or universities. History reveals 
that this quest was in vain, and the 
eclectic form of this literature review 
pays testimony to the complexity, 
contextualisation and multi-faceted 
nature of effective teaching. 
Skelton (2005) supports the view of a 
2010 
2000 
1990 
1980 
1970 
Skelton Personal philosophy approach 
McKenzie et al. Authentic learning 
Allen & Young Active learning 
Biggs Constructive Alignment 
Andrews et al. Teacher/learner relationship 
Dall’Alba Conceptions of teaching 
Sherman et al. Prescriptive approach 
Schon Reflective approach 
Svensson Atomic/Holistic learning 
Marton & Saljo Surface & deep learning 
Figure 6: Pedagogic epochs: On the shoulders of 
(tertiary pedagogic) giants 
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On deep learning: wisdom from the Doctor 
We’ve taught you that the earth is round, 
that red and white make pink 
And something else that matters more,  
we’ve taught you how to think… 
Dr Seuss ‘Hooray for Diffendoofer Day’ 
somewhat haphazard field of research endeavour when he states ‘Research into teaching 
excellence…shares many of the characteristics of pedagogical research in higher 
education per se, for example, its limited quantity, fragmented nature and relative 
‘invisibility’ (p. 161). 
The timeline (Figure 6) attempts to capture significant evolutionary developments in the 
understanding of higher education pedagogy since widened participation began to first 
exert itself on the tertiary environment. 
Deep and Surface approaches 
The notion of perspective in teaching quality is a recurring theme in the extant literature, 
although its dichotomous nature is challenged by some researchers (for example, Godor, 
2016). More specifically, the studies conducted by Marton and Saljo (1976) offered, for 
the first time, a student focussed approach to 
higher education teaching practice. These 
pioneers took an early phenomenographical 
approach to educational research, coining the 
terms ‘deep’ and ‘surface’ to describe a desirable 
(and less desirable) approach to student enquiry 
and, therefore, critically informing teaching 
strategies. According to Biggs and Tang the student learning perspective ‘refers to the 
idea that the learner’s perspective determines what is learned, not necessarily what the 
teacher intends should be learned’ (2011, p. 23). The concept of deep learning is of 
particular value in the realms of tertiary education where higher order levels of 
understanding assist in changing the way the student may view the world. Furthermore, 
Biggs and Tang maintain that there is much that teachers can do to foster deep 
understanding of concepts, and provide eight recommendations as to how this can be 
achieved in a practical way in a university environment: 
• Teaching in such a way as to explicitly bring out the structure of the topic; 
• Teaching to elicit an active response from students; 
• Teaching by building on what students already know; 
• Confronting and eradicating students’ misconceptions; 
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• Assessing for structure rather than independent facts; 
• Teaching and assessing in a way that encourages a positive learning experience; 
• Emphasising depth of learning rather than breadth of coverage; 
• Using teaching methods that support the explicit aims of the course. 
Biggs and Tang, 2011, p. 27 
They claim that students approaching their studies via a surface approach are destined to 
experience negative feelings towards the learning tasks, including ‘anxiety, cynicism and 
boredom’ (Biggs & Tang, 2011, p. 25). Consequently, the authors maintain that 
exhilaration and enjoyment are not part of a surface approach to learning. Of particular 
relevance to this thesis is the suggestion that many of today’s non-highly selected 
students do not come to university primed to accept a deep approach (Biggs & Tang, 
2011). This implies that teachers practising within a widened participation environment 
must strive to develop deep conceptual understandings within cohorts on the basis of 
little or no previous capacity within those students to do so.  
The student learning approach to pedagogy in higher education proved to be a rich 
seam for researchers concerned with quality outcomes for learners. Entwhistle and 
Entwhistle (1997) uncovered a number of concerns surrounding the structure of 
university learning in regard to the encouragement of deeper approaches to 
understanding. Firstly, they found that assessment tasks (and examinations in particular) 
caused students to ‘understand’ in ways that were aligned to these tasks and which were, 
invariably, not based around holistic, integrated and conceptual (deep) notions. As 
summarised by Biggs and Tang (2011) ‘The examinations actually prevented students 
from achieving their own personal understanding of the content’ (p. 85). Furthermore, 
Entwhistle and Entwhistle (1997) revealed that university assessment and accreditation 
are often perceived by students as not relevant in professional practice, hence only 
deserving of a surface approach. 
These findings, described by the researchers as worrying, place an onus on higher 
education practitioners to design tasks and set exams so as to be seen as both 
professionally relevant and encouraging of a deep approach to understanding in 
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students. The validation study of Hattie, Clinton, Thompson and Schmidt-Davis (1997) 
suggested the critical role that teacher commitment to deep learning plays:   
Expert teachers are more likely to lead students to deep rather than surface learning. 
These teachers will structure lessons to allow the opportunity for deep processing, set 
tasks to encourage the development of deep processing, and provide feedback and 
challenge for students to attain deep processing. (p. 54) 
Atomistic versus holistic teaching 
In parallel to the concept of deep and surface approaches to understanding, Svensson 
(1977) researched student approaches to learning in regard to the structural or functional 
relationships that were formed when learning was taking place. He observed two distinct 
approaches to learning. The first was that of compartmentalising individual concepts in 
discrete chunks (which Svensson referred to as ‘atomistic’). The second, and preferable, 
approach concerned the student seeing the structure of the topic as an integration of the 
sum of the parts (dubbed ‘holistic’ by Svensson). Ramsden (2003) summarises the 
importance of these findings to pedagogy: 
The distinction between characteristics of students and the nature of different approaches 
to learning is a critical one for teachers to understand. Its implications run right through 
how we should teach. In trying to change approaches, we are not trying to change 
students, but to change the students’ experiences, perceptions or conceptions of 
something (p. 45). 
Marton and Saljo (1984) provocatively summarise the importance of encouraging a 
particular approach to learning in terms of pedagogic excellence ‘We are not arguing 
that the deep/holistic approach is always ‘best’; only that it is the best, indeed, the only, 
way to understand learning materials’ (p. 46).  
Reflective approach 
Following the pioneering work of Schon (1983) in practitioner reflection, Kane et al. 
(2002) attempted to integrate a somewhat crude listing of teaching excellence attributes 
using the concept of purposeful reflective practice.  These researchers go further by 
implying that it is reflective practice that defines the excellent teacher ‘...we believe that it 
is this disposition towards reflective, self-critical practice that enables our participants to 
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understand and reconcile the various dimensions of teaching to establish excellence’ (p. 
303 – italics added). Kane et al. are not alone in tying reflective practice so closely to 
teaching excellence. Biggs (1999), too, attempts to metaphorically capture this standpoint 
by stating ‘Learning new techniques for teaching is like the fish that provide a meal 
today; reflective practice is the net that provides meals for the rest of one’s life’ (p. 6). 
Teachers, themselves, agree on the value of triangulated reflection with a recent study by 
Saroyan and Trigwell (2015) revealing their participants ‘find the activity worthwhile (with) 
most indicating a positive view of using feedback from different sources to foster 
reflection (p. 92). 
According to Sherman et al. (1987) the majority 
of teachers ‘see themselves developing into 
progressively better teachers as they gain 
teaching experience’ (p. 71). He nominates 
teacher experience as the conduit through which 
the excellence characteristics of enthusiasm, 
clarity, preparation, interest stimulation and 
knowledge develop. Sherman et al. (1987) 
propose a developmental conception of teacher 
improvement, with increasing intellectual 
sophistication and a wider range of pedagogic 
strategies developing as teaching experience 
increases. As developmental growth relies on the interaction between an individual and 
their environment, this ‘cognitive maturity’ is not simply time-dependant, and requires 
immersion in the scholarship and the reflective implementation of teaching practice for 
the requisite ‘excellence’ skills to develop. Sherman et al. (1987) point out that while an 
academic may be an expert in a particular field, this does not confer teaching expertise, 
and there must be progress through a series of developmental stages in order to attain 
teaching excellence. They suggest that ‘excellence is a recognisable and attainable stage 
in a developmental sequence of teaching quality’ (p. 78). The Sherman et al. notion of 
‘recognition’ is a crucial one as it implies levels of pedagogic practice can be ascertained 
Heroic botanical guidance? 
The complexity of an excellence definition in teaching 
encouraged Skelton (2004) to probe study participants 
(both students and teachers) as to their ‘preferred image’ 
of an excellent teacher. Three images predominated: 
Unsung Hero: Generosity of spirit in the nurturing of 
student ambitions without expectations of tangible 
reward 
Travel Guide: Escorts students safely through 
treacherous yet invigorating terrain by the provision 
of equipment with which to explore 
Benign Gardener:  Facilitates light, life and growth 
to allow the development of student scholarship 
 Skelton, 2004 
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in teachers, and higher-order characteristics are able to be encouraged in order for the 
next stage to be achieved. 
Despite suggesting that it is first and foremost a teacher’s disposition towards his/her 
practice, rather than a raft of pedagogical techniques, that determines excellence, Kane et 
al. (2002) are firmly of the belief that ‘good teaching is not innate, it can be learned’ (p. 
283). It is interesting that Kane et al. (2002) draws attention to the relationship between 
merely good teaching and potential acquisition of teacher attributes. The authors are 
silent on whether excellence can be achieved with the appropriate training. 
Kane et al. (2002) propose that reflective practice (the willingness of teachers to consider, 
in hindsight, the effectiveness of their teaching) is an important characteristic in good 
teaching. These researchers confirm that it is possible for novice teachers to develop 
reflective practices via staff development and a frank, peer-enabled examination of 
teaching within a discipline. In contrast, Sherman et al. (1987) imply that personal 
qualities that can be clearly identified as being present in excellent teachers (such as 
enthusiasm) are innate: ‘one either ‘has it’ or ‘does not have it’ (p. 68). Interestingly, in 
terms of student success, the research of Almes (1983) implies that those teachers who 
do not strive for teaching excellence tend to blame students for failure, whereas those 
who value excellence see student failure as a function of their own pedagogical 
shortcomings – perhaps a simple litmus test by which to judge excellence when assessing 
teacher suitability for a role or in initial staff recruitment. This idea is explored more fully 
in section 7.2. 
In Chapter Six, and through the conceptual model developed, this study offers some 
resolution to this conflict regarding innate versus learned teaching skills by suggesting 
that both have a part to play in the development of excellence in HE teaching. 
Prescriptive approach 
Typical early attempts (during the 1980s) to define excellence involved compiling lists of 
characteristics or attributes said to be present in excellent higher education teachers. For 
example, Sherman, Armistead, Fowler, Barksdale and Reif (1987) offer a summary of the 
Chapter 3:  Literature Review 
 
44 
 
Imaginative understanding 
The university imparts information, but it imparts it 
imaginatively. A university which fails in this respect 
has no reason for existence. This atmosphere of 
excitement, arising from imaginative consideration, 
transforms knowledge. A fact is no longer a bare fact: 
it is invested with all its possibilities. It is no longer a 
burden on the memory: it is energising as the poet of 
our dreams, and as the architect of our purposes. 
Whitehead, 1929 
five most frequently occurring of these characteristics; enthusiasm; clarity; preparation; 
stimulation and subject knowledge. 
Past research has generated ‘excellence’ attribute lists from researcher, teacher and 
student perspectives. Interestingly, Sherman et al. (1987) report that regardless of the 
research procedure used (e.g. student list compilation, student questionnaire or teacher 
interview) excellence characteristics are, generally, highly consistent.  
The lack of a balancing legislative perspective regarding teaching quality indicates the 
absence of governmental efforts to define or lever this aspect of quality at this time. 
Taking a wider perspective, Elton (1998) proposes a list of ‘dimensions’ (rather than 
attributes) which, he believes, contribute to individual excellence; being an innovator; 
designing curriculum; providing teaching service to community; conducting pedagogic 
research; researching into the teaching of one’s own discipline; being a scholar in one’s 
own discipline and being a reflective practitioner. 
Compiled over a decade after the Sherman et al. 
(1987) meta-analysis, it is interesting to note the 
emphasis that Elton (1998) places on teacher 
characteristics not directly involved in the 
presentation process itself. In essence, Elton 
avoids a prescriptive approach to teaching 
practice, instead suggesting ‘conditions’ under 
which excellence is likely to flourish. In 
compiling this list, Elton (1998) maintains that a 
teacher cannot be reasonably expected to excel across all of these criteria, but usually 
demonstrates outstanding performance in a number of dimensions. 
Another perspective which has grown in importance within tertiary education is that of 
the education ‘consumer’: the student.  Horan (1991) sought to add greater richness to 
the proposed ‘bucket lists’ that came before, by differentiating between personality traits 
and behaviours/techniques as meaningful categorisations in the identification of 
exemplary teaching. His research methodology made use of student achievement data to 
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identify effective teachers, and he then interviewed the most successful teachers to better 
understand what commonalities may exist amongst the sample group.  
This study is illuminating for two reasons. Firstly, Horan (1991) focuses on the output of 
teaching, in the form of effective learning by evaluating high student performance. 
Furthermore, via the interview process, he acknowledges the perspective of the high 
achieving teachers in defining their own rationale for excellence. Focussing on the sub-
category of behaviours/techniques, Horan (1991) found in-depth knowledge of subject 
area, variety of teaching techniques, interest in teaching, organisation, interested in 
students, encouragement of participation and provision of regular feedback were the 
most important factors in successful teaching from the self-evaluation viewpoint of the 
teachers. 
The findings from this study strongly confirm Horan’s schemata as teacher traits and 
teaching strategies reveal themselves as crucial factors in the pursuit of pedagogic 
excellence. 
Conceptions of teaching perspective 
The developmental description of teaching excellence proposed by Sherman et al. (1987) 
suggests that teachers advance their practice through four stages (or ‘schema’); ‘teaching 
is telling’, ‘teaching is hoping students will learn’, ‘teaching is transmitting knowledge’  
and, lastly, (the stage corresponding to excellence), ‘teaching is a complex interaction’. In 
essence, Sherman et al. (1987) suggests that there is no ‘mysterious talent’ (p. 80) 
involved in teaching excellence; it is simply the final stage of a professional growth 
transition. This, the researchers maintain, renders the developmental viewpoint optimistic 
in nature in that it precludes no higher education teacher from reaching standards of 
excellence regardless of innate teacher qualities.  
In a similar way, Dall’Alba (1991), working from a teaching conception point of view, 
identified seven different understandings that educators have of their teaching practice. 
These are: 
1. Teaching as presenting information 
2. Teaching as transmitting information 
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3. Teaching as illustrating the application of theory to practise 
4. Teaching as developing concepts/principles and their relations 
5. Teaching as developing the capacity to be an expert 
6. Teaching as exploring ways of understanding from different perspectives 
7. Teaching as bringing about conceptual change 
Dall’Alba (1991) sees these understandings as not just variations in teaching approach 
but as a ranked list of illumination regarding the concepts of teaching held by the 
educator, themselves: 
At the lowest level, teaching is seen in terms of the teacher alone and, more particularly, 
in terms of what the teacher does. From there, the focus shifts to incorporate the content 
and, at higher levels, students’ understanding of the content becomes prominent. Finally, 
the most complete conception focussed on the relationship between teacher, student and 
content (p. 295). 
 
Prosser and Trigwell (1999) provide a fascinating summary (p. 144) of this line of thinking 
regarding teaching quality by contrasting the work of educational researchers in the early 
to mid 1990s (Dall’Alba, 1991; Martin & Balla, 1991; Samuelowicz & Bain, 1992 and 
Prosser, Trigwell & Taylor, 1994). The relational commonality across this body of work is 
in the correlation between ascending levels of individual teaching conceptions and 
teaching quality. In short, the view the teacher has of teaching and learning influences 
teaching performance. What differs between these researchers is the way in which 
conceptions of teaching are defined. Prosser and Trigwell (1999) clearly make the link 
between an evolved conception of teaching, and the approach to teaching taken by the 
educator. That is, teachers who display a ‘complete’ conception of teaching (involving a 
student-focus that attempts to assist learners to conceptually change – CCSF in their 
terminology) generally display a deep approach to learning.  
The key issue for the university teacher, wishing to improve the quality of his students’ 
learning, is to try to see and understand the student’s situation, and change and adapt his 
teaching in relation to the way he perceives the student’s situation. This is what we mean 
by a student-focused perspective (p. 159). 
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Warmth 
One looks back with appreciation to the brilliant teachers, 
but with gratitude to those who touched our human 
feelings. The curriculum is so much necessary raw 
material, but warmth is the vital element for the growing 
plant and for the soul of the (student)  
Carl Jung 
 
While the notion of an evolving conception and approach to teaching is attractive, from a 
practical perspective determination of current ‘status’ and aspirational ‘status’ requires 
measurement. In order to ascertain where a teacher may sit in regard to these concepts 
of teaching, Prosser and Trigwell (1999) have developed an inventory to measure 
conceptual status. The ‘Approaches to Teaching Inventory’ is a context specific tool 
designed to establish (for example) ‘…the relations between approach to teaching and 
student approaches to learning’ (p. 177). The authors shy away from advocating what 
appears to be the most obvious (but controversial) use for this tool: that of determining 
how evolved a teacher is in regard to an understanding of teaching philosophy.      
Teacher-learner relationships 
A number of educational researchers (e.g. Andrews, Garriso & Magnusson, 1996) have 
found that factors positively influencing the teacher-learner relationship are the crux of 
exemplary teaching from a student’s perspective.  Students highly value teachers who are 
sensitive to their individual needs and are able to motivate via their enthusiasm. Findings 
such as these have given rise to widely-supported student-centric approach to teaching 
and learning. Ramsden (1992) appears to endorse the importance of the student-teacher 
relationship by suggesting it is the quality of this relationship that differentiates teaching 
excellence from mere effectiveness. Consequently, pedagogical research would appear to 
support the notion that, in the judging of teaching excellence, the perspective of those 
who seek to define it is highly significant. Indeed, Skelton (2005) adds richness to the 
notion of the teacher-learner relationship when he raises the importance of cognitive 
disruption: 
The role of the teacher is to act as a critical or transformative intellectual, who disturbs 
the student’s current epistemological understandings and interpretations of reality by 
offering new insights and theories (p. 33). 
So vital did this factor loom in the strategies of 
the exemplary educators who were the subject 
of this study that ‘relationship management’ 
identified itself as one of the three central 
themes in the core categorisation of 
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‘characteristics of excellent teaching’. This conceptualisation is supported by a relatively 
new branch of research into teaching excellence which concerns itself with the notion of 
the caring higher education teacher:  ‘the active fostering of and maintenance of 
pedagogic relationships above all else, and within these, the privileging of trust, 
acceptance, diligence and individual attentiveness’ as Walker and Gleaves (2016, p. 71) 
term it. 
Constructive alignment 
In concert with the worldwide pedagogical focus on student learning outcomes is the 
related concept of constructive alignment. Dubbed by Cohen (1987) the ‘magic bullet’ (p. 
17) in regard to enhancing student performance, constructive alignment emphasises 
consistency between intended learning outcomes, learning activities and learning 
assessments. As the researcher responsible for the initial conceptual thinking around this 
idea, Biggs (1999) describes the process thus: ‘in a constructively aligned system, all 
components – intended learning outcomes, teaching/learning activities, assessment tasks 
and their grading support each other, so the learner is enveloped within a supportive 
learning system’ (p. 59). Under this paradigm, the role of the teacher is to design an 
affiliated learning environment where all components of the teaching process are 
working in harmony towards a clearly defined goal.  
The value of constructive alignment and its impact on learner success has recently been 
contested, however. A recent quantitative study by Holt, Young, Keetch, Larsen and 
Mollner (2015) casts some doubt over the generally accepted virtues of constructive 
alignment: ‘Although learner-centered teaching dogma asserts that alignment promotes 
student learning, we found no direct link’ (p. 12). 
Teaching for active learning 
As introduced in Chapter 2 of this thesis, massification has compromised public finding in 
universities resulting in a cost-reduction response from most institutions. One of these 
measures involves increasing the ratio of staff to students by allowing larger class sizes 
thus optimising economies of scale. Unfortunately, large class sizes appear to promote a 
traditional, didactic approach to teaching commonly referred to as ‘chalk and talk’ or, 
alternatively, ‘death by Power-Point’.  
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When considering the empirical evidence supporting active teaching, the research of 
Allen and Young (1997) suggests that students are more effective learners if they play an 
active part in the learning process. Active learning also appears to support critical 
thinking (Paul, 1990) and higher levels of retention (Van Eynde & Spencer, 1988). 
Importantly to the field of business, the quantitative study of Wingfield and Black (2005) 
demonstrated that students perceive a course to be ‘more useful to their future careers’ 
(p. 122) when active course design is practised.  
Furthermore, from a faculty perspective, White et al. (2016) have shown that the adoption 
of active learning protocols can transform staff teaching attitudes and behaviours.   
Teaching for authentic learning 
It is widely accepted that university education is now far more vocationally mediated than 
ever before (e.g. Hui & Koplin, 2011). According to these authors there exists ‘a constant 
challenge to bridge the gap between learning experience and the complexity of the real 
world’ (p. 60). Demand for higher education has risen in parallel with the growing 
credentialism of occupations and, in many fields, entry to a career path can only be 
accessed by a candidate with the requisite qualifications. This, alongside criticism from 
business of the inadequacy of graduate preparation, has provoked a surge in interest in 
integrating more authentic, real world activities and assessments into the curriculum in 
the last two decades. Thus, authentic learning can be explained as involving ‘alignment of 
student learning experiences with the world for which they are being prepared’ 
(McKenzie, Morgan, Cochrane, Watson & Roberts, 2002, p. 427). This stance is supported 
by the growing belief that students tend to be more ‘work ready’ when work integrated 
learning (WIL) components are built into an undergraduate program. 
From an educational theory perspective, authentic learning fits conveniently within a 
constructivist paradigm as learning is a process that involves intimate interaction with the 
real world. Indeed, it has been suggested that when learning experiences are inconsistent 
with situations encountered in real life, students attach little purpose to the material 
provided. Advocates of authentic learning suggest teaching practice should be 
influenced by the constructivist argument that relevance breeds engagement; students 
must believe that their endeavours are purposeful and stretch well beyond the lecture 
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theatre if a commitment to learning is to be achieved. This is not to suggest that the 
theoretical traditions of university learning has no place; simply that the disciplinary 
‘mind’ needs to intersect with ‘situated experiences’ to prepare students for vocational 
roles (Tochon, 2000). Lombardi (2007) agrees, stressing that the ability of students to 
address the complex and ambiguous real world of work is proportional to their 
acquaintance to authentic disciplinary communities. According to Lave and Wenger 
(1991) this allows novice students to become ‘legitimate peripheral participants’ (p. 32) in 
their chosen discipline area.  
Indeed, authentic learning also appears to be a catalyst for deeper approaches to 
learning amongst students. Borthwick, Bennett, Lefoe and Huber (2007, p. 18) believe 
students progressing through a curriculum embodying an authentic learning approach 
can expect the following desirable outcomes; the ability to challenge theories and 
engage critically in the subject, the ability to reflect on assumptions, the ability to transfer 
knowledge between differing contexts, the ability to solve problems collaboratively and 
the ability to define research problems. Thus, notions of authenticity and deep and 
surface approaches seem strongly aligned. 
To conclude this brief review of the teaching excellence concept, it may be instructive to 
consider the slippery relationship between the act of teaching and the process of 
learning because, as Skelton (2005) reminds us, ‘the performance of teaching is not a 
goal in itself’ (p. 9). Undoubtedly, one of the most significant contemporary trends in 
pedagogical literature is that of an unashamed focus on student learning. This school of 
thought casts teaching as the vehicle through which good learning can occur with 
Skelton (2005) enquiring of the status and relevance of a focus on teaching per se: ‘The 
question emerges then as to whether the discourse of teaching excellence represents a 
‘restorationist’ project: a return to traditional views of teaching and an emphasis on the 
teacher’ (p. 10). 
This thesis takes the position that an emphasis on effective student learning is a 
particularly viable lens from which to consider pedagogy in higher education, but this 
does not dilute or compromise the crucial role of the educator in inspiring, engaging and 
bringing relevance to the learning objective. 
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Personal philosophy view of teaching 
In contrast to an arms-length view of excellence, Skelton (2009) believes that the ideal of 
teaching excellence can only be realised through a personal philosophical approach to 
teaching. He expounds six conditions which, in his opinion, define excellence. While three 
of these concern institutional perspectives, three relate specifically to teaching excellence 
on an individual basis (Skelton, 2009, p. 109):  
1. Excellence involves developing a personal philosophy of teaching 
To avoid being ‘rendered docile’ (p. 109) when confronted by a myriad of external 
requirements, Skelton (2009) suggests a panacea in the form of a personal 
educational philosophy incorporating often competing pedagogical theories, 
discipline-specific norms and individual values. 
2. Teaching is about the enduring human struggle to ‘live out’ educational values in 
practice 
In this condition of excellence, Skelton (2009) intimates that excellence is not 
revealed by the quality of the performance but, rather, by the desire within the 
individual teacher to improve. Thus, excellence is not an endpoint for 
measurement, but a ‘process of struggle in concrete material circumstances’ (p. 
109). 
3. Teaching has to be recast as a moral category 
Nixon (2007) and Skelton (2009) share the view that, in order to be excellent, 
teachers have to work from an ethical standpoint that asks the question; ‘How 
does this teaching contribute to good in the world?’ (Skelton, 2009, p. 110). This 
approach challenges the teacher to practise reflexivity while addressing the 
fundamental purpose of the teaching activity under consideration from a morally 
defensible perspective. 
Skelton’s (2009) views suggest that more complex psychological factors are at play in the 
generation of excellence and that excellent teaching is more than just the delivery of a 
collection of pedagogically rigorous techniques and strategies integrated into a well-
honed package. 
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Twenty years earlier Centra and Bonesteel (1990) drew similar conclusions, cautioning 
that ‘teaching is far more complex than any list of the qualities or characteristics of good 
teaching can suggest’ (p. 11). Support for this deeper notion also comes from Kane, 
Sandretto and Heath (2002) who choose to view teaching excellence, not as an objective 
but, rather, as an ongoing process of self-improvement. This suggests that teaching 
excellence is an ongoing quest with a goal that will always remain elusive. ‘We do not see 
excellence in teaching as something that, once obtained, absolves teachers from seeking 
further improvement in their teaching’ (Kane et al., 2002, p. 287).  
Assessing teaching quality 
Given the objective of this thesis to elicit positive change in teaching practices in business 
education, the issue of the adjudication of pedagogic quality is an important 
consideration. In this regard, who is in the best position to assess excellence and how 
should it be evaluated is also an issue upon which educational researchers cannot agree.  
This is borne out by the variety of lenses through which teaching excellence research has 
been viewed. In contrast to the recent trend for excellence quantification, historically, 
excellence has been judged on the basis of anecdotal qualitative evidence gathered by a 
referee occupying a position of trust within the department or organisation. Skelton 
(2005) summarises this sea-change in the way teaching quality is assessed when he 
states: ‘Whereas in the traditional university, teaching excellence would have been 
assumed or thought of as idiosyncratic and ephemeral, today it is named, celebrated and 
subject to measurement and control’ (p. 6). This ‘performativity’ (as it is referred to by 
Ball, 2003) is not without its detractors, however. According to Skelton (2005); 
Excellence understood in these terms requires people to fashion their teaching according 
to externally set standards. They need to suspend their own judgements about teaching, 
comply with what is expected of them, and display appropriate behaviours (p. 5). 
Ball (2003) concurs, believing that there is potential for a state of ‘values schizophrenia’ to 
be induced in the practitioner due to vexing questions regarding the motivation towards 
teaching: ‘Are we doing this because it is worthwhile?.....or is it ultimately because it will 
be measured and compared?’ (In Skelton, 2005, p. 5).  
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A second perspective, pioneered by the research publication process, is the use of peer 
review. Elton (1998), however, is scathing about the application of peer review to the 
judging of teaching quality as ‘all of the disadvantages, and none of the advantages of 
peer review apply to teaching’ (p. 9). This, he maintains, is largely due to the lack of 
expertise and training of the ‘peers’ responsible for the assessment. In essence, he is 
suggesting that there exist few staff with the appropriate training or background to be in 
a position to judge teaching quality with any degree of authority. 
From a regulatory standpoint, Morley (1997) determines excellence to be an important 
variable in the desire for performance measurement. Indeed, this satisfies the 
accountability demands of the currently in-vogue neo-liberal policies of the Western 
educational sector. This suggests a government-driven ideological definition of teaching 
excellence which promotes a market perspective exemplified by the 3E’s of efficiency, 
effectiveness and the economy (Morley, 1997). 
In the Australian tertiary environment the White Paper ‘Transforming Australia’s Higher 
Education System’ (DEEWR, 2009) spelt out the Government’s  focus on teaching 
performance: ‘The establishment of the Tertiary Education Quality and Standards Agency 
(TEQSA) will place a renewed emphasis on learning and teaching quality as the bedrock 
of the Australian higher education system’ (p. 15). Furthermore, the intention of the 
Government to link funding to the quantification of teaching and learning performance is 
evident:  
In 2010, the Government will work with the higher education sector to develop a robust 
set of performance indicators. The indicators will include measures of success....as well as 
measures of the quality of teaching and learning. From 2012, those universities that meet 
agreed institution level performance targets will receive performance funding (p. 33). 
While the political and legislative landscape has moved on, a renewed enthusiasm for 
measurement of learning and teaching quality in order to justify a share of the public 
purse is still clearly evident despite well documented difficulties in equitably quantifying 
performance standards. 
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Given that excellence may be viewed from a number of different perspectives including 
student, teacher, faculty, institutional and governmental, it cannot be construed that 
there will be agreement on either the definition or judgement of excellence between 
these stakeholders. There is some evidence that desirable teacher attributes are 
perceived differently when student views and discipline views are compared. Das, El-
Sabban and Bener (1996) maintain that the faculties demonstrate a narrower and, 
according to these researchers, a ‘less evolved’ view of teaching excellence, rating the 
ideal teacher as a subject expert who can communicate the essentials of the course 
effectively. Thus, the technical aspects of teaching are championed by the subject area 
discipline, with McLean (2001) speculating that this might be because these aspects are 
able to be quantified more easily. Intuitively, it is hardly surprising that the basis on which 
disciplines are constructed (in this case ‘business’) has a significant bearing on the lens 
through which assessments of teaching quality are formed. 
Recent Governmental attempts to define quality standards in teaching originate from a 
rather unusual source. In Bologna in 1999, Ministers of Education from twenty-seven 
countries from around Europe gathered. Given the creation of the European Union six 
years earlier (and the massive increase in student mobility that this political integration 
ushered in), evaluation and transfer of qualifications across European borders had shown 
itself to be extremely problematic. The result of this dilemma was a commitment by 
member nations to create a European Higher Education Area (EHEA). Its goals were to: 
1. Adopt of a system of easily comparable degrees (including credits); 
2. Develop degrees of relevance to the European labour market; 
3. Promote ease of mobility of students, graduates and staff; 
4. Facilitate lifelong and prepare students for productive careers while fostering 
personal development and citizenship: 
5. Promote European cooperation in quality assurance; 
(EHEA, 2016) 
While the connection of this pan-European equity commitment (commonly referred to as 
the Bologna Process) to teaching excellence initially appears somewhat tenuous, the 
quality ramifications of this political integration across the higher education landscape of 
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the developed world have been enormous. This is because the model chosen to facilitate 
integration via the Bologna Process was a qualifications framework and the ‘currency’ 
adopted for academic exchange were learning outcomes. This framework specifies 
learning outcomes (describing the knowledge and skills a student will be expected to 
gain) for all levels of learning (Bachelor, Masters and Doctoral qualifications). In effect, 
the setting of learning outcomes provides a guarantee to students of what they should 
‘know, understand and be able to do’ (Biggs and Tang, 2011) – in short, an assurance of 
learning. Thus, teachers in higher education within a regime such as this are ‘on notice’ 
regarding the outcomes that their students must reach following the undertaking of a 
specific course or program.  
The Bologna Process led a flight to the adoption of learning outcomes within higher 
education systems in many nations around the world (including Australia) where the 
Australian Qualifications Framework (AQF), and its attendant verification process (via the 
Tertiary Education Quality Standards Agency) now govern teaching in higher education. 
Some authors (e.g. Huet, Oliveira, Costa & de Oliveira, 2009) have lauded the installation 
of learning outcomes as the currency of teaching in Europe, as they maintain that it 
represents a desirable student-centred pedagogical approach that forces alignment 
between learning outcomes, learning activities and attendant assessment tasks (despite 
the recent contrary findings of Holt et al., 2015). As Biggs and Tang (2011) note, the 
Bologna Process is a critical step in improving teaching and learning on a vast scale 
through national quality assurance mechanisms, but the jury is still out on whether this 
development can act as a catalyst for teaching excellence. 
Teaching quality has also become important as a basis for prospective student university 
selection. The provision of a qualitative rating of one institution against another to 
enable value judgments to be made (and, thus, a university destination to be chosen) is 
largely consumer driven, and has been embraced through numerous publications.  
Since 1991, Hobsons Australia has published ‘The Good Universities Guide’: 
Hobsons Australia is a part of an international organisation dedicated to assisting 
students in selecting the right education and career options. Our products and services 
aim to empower students from all over the world with the information they need to make 
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the right course and career choice, and bring them together with the educational 
institutions and graduate employers that best suit their needs and skills 
(www.hobsonscoursefinder.com.au). 
The Hobsons star system is derived from the Course Experience Questionnaire (CEQ) 
conducted by Graduate Careers Australia, an independent organisation that administers 
the only national census of recently qualified higher education graduates. The 
questionnaire surveys graduates regarding their educational experience, including 
dimensions of teaching quality. 
This survey delivers extra incentive for organisations to value teaching quality as the 
results are instrumental in building demand and brand reputation in a highly competitive 
higher education market. In the mixed market of both elite and subordinate universities, 
it is interesting to note that, by this measure at least, perceived teaching performance 
does not appear to be correlated to the status of the university or the academic levels of 
the students enrolling. That is, teaching excellence in Australia is not the preserve of elite 
universities, and some of the best teaching is found within inclusive higher education 
organisations, such as those sampled within this project. 
On a global scale, in excess of 20 international higher education ‘performance tables’ are 
published, typically by magazines, newspapers or bespoke websites. Shanghai Jiao Tong 
University (SJTU) and the Times Higher Education Supplement (THES) are the most 
influential (Marginson & van der Wende, 2007). These tables aim to rank the world’s 
universities’ performance under a range of categories and, as such, provide a basis by 
which to judge overall quality of an institution. Both ranking systems claim to incorporate 
teaching quality measures in their measurement of performance. In their critique of 
ranking systems in regard to claims of university excellence Taylor and Braddock (2007) 
draw attention to the core function of the university as institutions that facilitate both 
research and teaching: ‘If research quality and research quantity are viewed as of roughly 
equal importance, then points given for these two factors should weigh equally in the 
overall assessment’ (p. 245).  
Under the Times Higher Education Supplement ranking methodology thirty percent of the 
overall ranking score is attributable to the teaching and learning environment. Of this, 
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half of the score is determined by ‘the world's largest invitation-only academic reputation 
survey’ (Times Higher Education, 2016). The fascinating aspect of this measure is that the 
sampling calls on academic scholars to rate the perceived prestige of universities in terms 
of teaching. The second part of the ranking contribution uses a calculation of the 
universities Staff to Student Ratio (SSR) as a surrogate measure of teaching performance; 
‘the teaching and learning category also employs a staff-to-student ratio (an institution's 
total student numbers) as a simple (and admittedly crude) proxy for teaching quality’ 
(Times Higher Education, 2016). A further component of the total teaching score in the 
Times Higher Education Supplement ranking is generated by the  
‘ratio of doctoral to bachelor’s degrees awarded by the institution. We believe that 
institutions with a high density of research students are more knowledge-intensive and 
that the presence of an active postgraduate community is a marker of a research-led 
teaching environment valued by undergraduates and postgraduates alike (Times Higher 
Education, 2016). 
There is some disquiet regarding the reliability of this measure as, according to Taylor 
and Braddock (2007) ‘studies have been unable to demonstrate convincingly that there is 
a positive correlation between teaching ability and research productivity, so this 
approach is based on speculation’ (p. 252). 
Criterion 1 in the Jiao Tong ranking system is ‘meant to determine the quality of the 
education a university provides, and this is the only recognition the Jiao Tong system 
accords to teaching excellence’ according to Taylor and Braddock (2007). This criterion is 
based solely on a count of Nobel and Fields laureates found in the university and, 
according to these authors, this measurement poses a significant dilemma: 
Many universities have no Nobel or Fields laureates among their alumni, and the criterion 
has nothing to say about the wide variations in teaching standards that are surely to be 
found among these universities. Nor is it clear that when a university has produced Nobel 
or Fields laureates in numbers, this can straightforwardly be attributed to teaching 
excellence. A university may attract future Nobel or Fields laureates on the basis of its 
reputation, without necessarily having higher teaching standards. So, although a count of 
Nobel and Fields laureates does, to be sure, offer an objectively measurable criterion of 
teaching excellence, it is too crude an instrument to be really useful (p. 254). 
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In their summary of the Jiao Tong methodology, Taylor and Braddock (2007) remark ‘we 
know that the Jiao Tong system measures research output and pays little attention to 
teaching’ (p. 259). Consequently, there appears to be some consensus that university 
performance ranking tables take little regard of appropriately addressing teaching 
quality, and when they do so the methodologies adopted may be open to criticism. 
In relation to one of the key themes of this thesis, massification and its impact on 
excellence, Hazelkorn (2007) reports that ‘evidence suggests rankings are propelling a 
growing gap between elite and mass higher education with greater institutional 
stratification and research concentration. Higher education institutions which do not 
meet the criteria or do not have ‘brand recognition' will effectively be de-valued' (p. 1). If 
this assertion is valid, performance tables will do no favours to the universities in this 
sample, regardless of teaching performance within the institution. Amsler and Bolsmann 
(2012) go further as they maintain that the ranking systems are a mechanism of social 
exclusion, echoing Bourdieu’s (1996) earlier seminal work regarding the role of 
universities in perpetuating class distinction: 
There is little doubt that most ranking schemes indicate precisely what they claim to: 
where elite people are funded by elite people to teach elite people knowledge for elites. 
What university rankings do not indicate, however, is where and how education functions 
as a practice of freedom for the excluded majority that is so often referred to as the ‘other 
of excellence' in official discourses on world university rankings (p. 294). 
From the foregoing, it can be seen that pedagogic excellence (and its associated 
assessment) is a highly contested (and ‘slippery’) construct. It is hoped that this research 
project will shed new insight into this contentious issue, particularly in the realm of a 
widened-participation environment.  
3.2.3 The significance of business education 
The political drive towards a more educated population continues apace across most of 
the world’s leading economies in an attempt to ensure strong economic growth in the 
medium term. This economic growth is largely predicated on trade, particularly across 
national boundaries. Business skill development facilitates company success, suggesting 
the central role that business education can have in the future economic prosperity of a 
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nation. As the influential ‘The Future of Higher Education’ (Department of Education and 
Skills, 2003) points out, both global economic competitiveness and quality of life 
enhancements depend on the effectiveness of knowledge sharing between business and 
higher education. For this reason, business pedagogy has been chosen as the focus for 
this study, as the effectiveness of business schools in developing commercially adept 
employees and entrepreneurs is likely to impact on economic growth more significantly 
than other areas of university. 
The argument that teaching excellence needs to be grounded within the context of a 
particular discipline is a contested one. Skelton (2005) argues that, despite a brief 
flirtation with ‘interdisciplinarity’ (that is; study across theme-based generic topics, rather 
than disciplines) universities have largely reverted to the design of programs around 
traditional subjects. Bird (2001) agrees, suggesting that, even though the liberalisation of 
the 1970s offered hope of disrupting the discipline based status quo (and with it, the 
dominance of the ‘didactic authoritarian pedagogue’ as a teacher model (Northedge, 
2003, p. 169), a new basis for teaching excellence never emerged. Following the 
renaissance of discipline-dominance within universities, Skelton (2005) maintains that 
there is ‘a growing assumption that teaching excellence can only be understood and 
supported within a disciplinary framework’ (p. 76). Healey (2000) concurs, believing that 
‘scholarship of teaching shares…characteristics of excellent and scholarly teaching but, in 
addition, involves communicating and disseminating about the teaching and learning 
practises of one’s subject’ (p. 172). Thus, a significant body of evidence supports the 
consideration of teaching excellence bound within the context of a particular discipline 
due to significant differences in learning styles and goals, subject content, norms of 
communication and research approach embedded within each and every discipline 
(Healey, 2000). The findings of Wygal, Watty and Stout (2014) in the Accounting arena 
support this discipline-specific view of teaching excellence as the ‘ability to link subject 
matter to the practice environment’ (p. 330) emerged from their work as the fourth most 
important category as a driver of teaching effectiveness. 
This evidence provides legitimacy to the approach adopted by this research project; that 
of a concentration on a single research discipline of business as a basis for research 
investigation.  
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Relevant literature 
Macfarlane and Ottewill (2013) offer five characteristics of business education which, 
arguably, make it unique amongst the disciplines of higher education: 
1. Business education, due to its popularity and potential economic impact ‘is at the 
cutting edge of initiatives designed to extend educational opportunities in many 
countries’ (p. xiii). 
2. Business education can be considered to be ‘pedagogically pluralistic’ (p. xiii) in 
that the discipline has been at the vanguard of a raft of innovative approaches to 
teaching and learning. Macfarlane and Ottewill (2013) describe a range of 
teaching strategies that have been pioneered in a business education context 
including; case studies, enterprise projects, problem-based learning and action 
learning. 
3. Business education is challenging in that it aims to create ‘work ready’ employees 
across a wide range of career environments which encompass the public, private 
and voluntary sectors. Thus the student cohort is typically varied in regard to their 
career choices and, indeed, the organisations in which they will find employment. 
4. Due to the multidiscipline curriculum, business education demands an approach 
which facilitates learning across functional silos. This places particular demands 
on business educators to combat compartmentalisation and teach for holistic 
understanding. Of specific importance in this regard, is the contemporary 
requirement to incorporate ethical, cultural and international perspectives into 
business education. 
5. As Macfarlane and Ottewill (2013) note ‘Business and management learning is 
characterised by an economic imperative to a far greater extent than other 
subjects’ (p. xiii). As such, the needs of business are paramount in business 
education and the discipline can be considered highly vocationalised. This places 
an onus on lecturers to not only impart knowledge, but also create strategies to 
allow students to apply knowledge within a commercial context. 
Taken together, these factors suggest that business is a discipline that appears to both 
suit and encourage a wide range of pedagogical responses. This makes it a field worthy 
of close scrutiny in regard to this research project.  
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Research specifically examining excellent teaching within the business discipline per se is 
sparse. Indeed, Barnett (1997) believes that traditions within a particular discipline are not 
particularly valuable in framing concepts of excellence. Barnett proposes that a 
‘metacritique’ of teaching mastery that transcends individual disciplines has significantly 
more value in identifying the nature of teaching excellence. 
The developmentally-based concept of higher education teaching, proposed by Sherman 
et al. (1987), would appear to stress the vital role that a discipline can play in fostering 
excellence. The researchers note: ‘Of particular interest are ways to create the conditions 
suggested by developmentalists that promote stage growth; that is, thoughtful 
interaction between environment, individuals and developmental events’ (p. 80).  
A study by Md-Sidin, Sambasivan and Muniandy (2009) offers further insight into 
teaching excellence specifically within a business faculty by exploring ‘psychological 
ownership’ felt by business lecturers and the impact this may have on their teaching 
performance (as judged by students). The researchers found a strong correlation 
between the degree to which teachers of business feel positively psychologically 
connected to their position and their teaching performance. This new finding suggests 
that business disciplines may have an important role in creating an appropriate 
environment for teaching excellence, and points to the multifaceted nature of excellence 
creation. In particular, O’Driscoll, Pierce and Coghlan (2006) have previously shown that 
both participation in decision making and increased employee autonomy result in 
greater psychological ownership. Thus, it would appear that business disciplines may 
influence performance by enhancing the psychological ownership that academics feel 
towards their teaching responsibilities. 
According to a number of researchers, business schools appear to be bastions of 
transmissional delivery with Jones, Caird and Putterill (1989) noting that ‘the formula for 
undergraduate teaching in accountancy has mainly been chalk, talk and tutorial where 
both the chalk and talk were largely the domain of the teacher alone, and tutorials 
usually following the same formula as the lecture’ (p. 151). The findings of Becker and 
Watts (2001) support this assertion. These researchers found the median time spent 
lecturing in an economics class is an eye-watering 83%, and conclude that ‘in contrast to 
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active learning instruction modes that have been developed in other fields of higher 
education, the teaching of economics remains a passive learning environment’ (p. 447). 
This, despite the assertion of Cove and Love (1996) that ‘traditional educational practices 
especially teaching pedagogies that reflect the dominance of and reliance on the lecture 
as the sole method of classroom instruction, are clearly under attack’ (p. 1). It should also 
be noted that the Becker and Watts (2001) evidence of didactic teaching in a business 
discipline flies in the face of the assertions of Macfarlane and Ottewill (2013) regarding 
the innovative pedagogy that they believe exists in business education.  
Consequently, current pedagogical practices in business disciplines appear to run 
contrary to progressive views in higher education teaching. Indeed, a fascinating meta-
analysis by Siriopoulos and Pomonis (2006) summarised the views of 99 
authors/instructors across Accounting, Finance, Economics and business disciplines and 
found that 87 of those commentators favour ‘alternative teaching methods’ to a 
traditional lecture approach. The alternative teaching methods endorsed were largely 
those which actively engage participants thus placing students at the centre of the 
learning process. Murphy (1992) maintains that lecturing per se promotes passivity 
amongst respondents resulting in a shallow form of learning.  
A number of commentators have questioned the relevance of university business 
education to contemporary business practices. Indeed, some suggest that the gulf 
between commercial requirements for skills and knowledge in graduates imparted by 
higher education institutions is growing. ‘Over time, business practice has advanced 
rapidly…..and, although schools and faculty competencies have advanced, the gap 
between practice and academic research and teaching has widened’ (American 
Association of Collegiate Schools of Business, 2016, p. 4). These concerns are not just 
those of observers and commentators, but are also echoed by businesses themselves. A 
study of 3000 businesses led Caster (1995) to claim that an ‘extraordinary’ gap existed 
between business schools and the workplace and that employees largely disregarded 
student grades and evaluations generated by business schools. Time appears to have not 
addressed this situation with Reibstein, Day and Wind (2009) suggesting that business 
academia has ‘lost its way’. Ellson, 2009, (in David, David & David, 2011) agrees, when he 
observes that:  
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Whilst there may be exhortation of the benefits of practitioner learning, few institutions 
can obviously and straightforwardly claim teaching staffs that either offer wide experience 
of business practice or a pedagogy that reflects authentic and legitimate practitioner 
learning (p. 52). 
As will be seen in the findings of this study, both authenticity in curriculum delivery, and 
the career pathways of the educator do tend to have an impact on an enhanced student 
experience thus showing an alignment between the industry perspective and teaching 
excellence qualities revealed here. This is highlighted by the American Association of 
Collegiate Schools of Business (AACSB, 2016) when they state: ‘Academics must talk not 
only to each other, but also engage with industry to ensure that research and teaching 
make a difference in the world’. Kerns (2013) attempts to place a framework around the 
concept of excellence in business education, when he advances the notion of relevance 
and impact through the intersection of business practice, intellectual contribution and 
teaching prowess. D’Este, Tang, Mahdi, Neely and Sanchez-Barrioluengo (2013) suggest 
that business schools are struggling to assimilate these ‘third mission’ (business-
university collaboration) activities into the customary Higher Education activities of 
teaching and research; ‘University strategies to accomplish its traditional missions are 
well-honed and routinized, but the incorporation of the third mission is posing important 
strategic and managerial challenges’ (p. 481). Indeed, David et al. (2011) make 
unflattering comparisons between business school education and that delivered by 
fellow professional schools such as law and medicine finding much greater 
‘disassociation between curricula and industry practice’ (p. 53).  
As the dominant accreditation agency of business schools in Australia (and, indeed, the 
world), the AACSB has an interesting and contemporary perspective on future trends in 
business education. In particular, they call on the role of commerce to be recast, via the 
appropriate education of business students, into more than just a facilitator of wealth 
generation: 
Increasingly, the public expects business to address a growing array of social problems, 
and be an active participant in addressing broader societal goals and grand 
challenges…including poverty, hunger, health, climate energy and more (AACSB, 2016, p. 
12). 
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This vision for a more responsible attitude towards business will inevitably put pressure 
on staid curriculum content and cause business schools to reconsider the very 
foundations of their course offerings. Business educators will need to adapt their craft to 
accommodate learning outcomes based on a paradigm other than that of revenue 
creation, shaking a tenet that has informed business education for many decades. 
Furthermore, the trend towards responsible business practices may threaten the 
dominance of discipline-expert-as-lecturer model as new understandings regarding 
ethics, innovation, environmental concerns and societal wellbeing are likely to be 
required to be deeply embedded in the curriculum fabric. 
From the foregoing, it can be summarised that, despite a reputation for innovative 
pedagogic practices in the past (Macfarlane and Ottewill, 2013), business schools have 
become somewhat divorced from their main constituents, namely businesses themselves. 
It would appear that a significant gap has emerged in the relevance of teaching practices 
and, thus, the nurturing of ‘work ready’ business graduates has faltered. While this issue 
is one that is partially addressed via curriculum considerations, the views of the 
participants in this research project, both in terms of their characteristics and the way in 
which they ply their trade, offer some solutions to the ‘relevance’ dilemma. In particular, 
the findings contained herein bring to the fore the importance of authenticity in business 
learning, with strong recommendations regarding recruitment of appropriate staff 
resulting from this investigation.  
Thus, two forces conspire to make business education particularly demanding in a 
widened participation environment. Not only is cohort heterogeneity placing pedagogic 
strains on business teachers to adapt to a changing student cohort but recent calls from 
industry regarding relevance of graduate knowledge and skills have become louder. 
Furthermore, as articulated by the AACSB accrediting body, business education is being 
challenged to develop graduates who can grapple with critical societal challenges such as 
sustainability and climate change within a business context. 
Chapter 3:  Literature Review 
 
65 
 
3.3 Research gap 
Skelton (2005) highlights the ‘emergent and intensifying discourse’ (p. 3) surrounding the 
concept of excellence in the university sector pedagogy. He points to a raft of indicators 
that stress the growing importance of teaching excellence from multiple perspectives. He 
cites declarations from policy makers regarding the economic value of teaching quality, 
the ubiquity of teaching quality assessments in higher education institutions and the 
plethora of nationally endorsed teaching awards as evidence that teaching is now being 
acknowledged as a key lever in realising the full economic benefits of tertiary education.  
…the argument that teaching should be treated seriously as a professional activity with 
equal status to research has been made repeatedly and with increasing intensity, leading 
to the formalisation of staff development support for teaching and the introduction of a 
whole raft of measures designed to raise its status within higher education (p. 3). 
Skelton (2005) then draws attention to the misalignment between this ‘intensifying 
discourse’ and research focus: ‘It is surprising that although teaching excellence has taken 
on a greater significance in our lives, it is rarely the subject of serious research 
investigation’ (p. 3). He speculates that this may be because the drive for improved 
teaching quality manifests itself largely in a practical way and, consequently, is enshrined 
through policy mechanisms and initiatives (at both a national and institutional level) 
rather than via empirical research. Thus, Skelton (2005) concludes that ‘We therefore have 
a teaching excellence that is increasingly visible but taken for granted and under-
explored’ (p. 4). This thesis seeks to partially address this shortcoming by adding to the 
growing body of research literature concerning itself with excellence in higher education. 
It will do this by focussing on a specific context; that of pedagogic practice within 
business schools operating in widened-participation university environments.  
A number of leading authors in the field of teaching and learning have highlighted the 
need to better understand the pedagogical implications within a massification paradigm 
in higher education. 
Specifically, Meyer (2002) states that ‘A dimension of the current changes in higher 
education that is surprisingly underexposed is the change that takes place between 
faculty and students in the classroom’ (p. 344). The influential Naidoo and Jamieson 
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(2005) also stress the paucity of research in this area, observing that ‘Relatively less 
attention has been paid to the interaction between macro forces such as those 
associated with commodification and the internal functioning of universities, particularly 
with regard to teaching and learning’ (p. 278). 
In fact, Skelton (2005) foreshadows the specific focus of this thesis when he opines 
‘Whilst a new and unified idea of teaching excellence could be constructed in the light of 
massification, it is also possible that a range of forms might emerge, linked to different 
types of institution, within a diverse system of provision’ (p. 9). Consequently, his 
contribution to the literature underpinning this project is particularly important as it 
offers a contemporary viewpoint on pedagogy which displays the influence, in toto, of 
those that have gone before. 
Taken together, the authors referred to above concur that widening participation in 
higher education is having, and will continue to have, a significant impact on the type of 
pedagogical strategies that will need to be employed for effective learning in this new 
environment. This particular context for teaching excellence is bereft of extant research 
studies, despite the increasing pressures that diversity (via massification) is placing on 
university educators to teach effectively. 
3.4 Potential value of the research project 
One of the loudest and most persistent recent criticisms assailing the higher education 
sector is that, under the pressure of an increasingly inclusive student body, educational 
standards are being compromised, and the value of a university qualification has been 
eroded. If this is the case this would be particularly ironic, given the widespread focus on 
teaching and learning quality measurement over the last decade.  
Critics of massification suspect that the emphasis on teaching standards is, on some level, 
an attempt to justify and legitimise quality maintenance within the sector whereas, in 
reality, a significant ‘dumbing down’ of traditional university teaching quality has 
occurred. Skelton (2005), however, takes a contrary view by suggesting that massification 
in higher education ‘offers opportunities to fundamentally reassess what is meant by 
teaching excellence’ (p. 9). Fox (1983) also believes that a widened-participation agenda 
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encourages higher education practitioners to reassess the traditional transfer of 
knowledge (typically delivered via didactic lecture) by crafting a more effective and 
creative approach in order to meet the learning needs of a diverse cohort. Skelton (2005) 
likens this ‘mixed-ability’ (p. 9) conundrum to that faced every day by school-based 
educators right around the country and points out that it is only now that teaching 
practitioners in universities are being challenged to consider different teaching strategies 
for a diverse range of students. This problem is accentuated by the traditional model of 
higher education delivery; the one-to-many characteristics of the didactic lecture format 
which stymies attempts to provide a more tailored learning experience. 
On a practical level, it is believed that the insights from this research project will provide 
guidance for those higher education business teachers seeking to foster improved 
learning outcomes for their students and so help bridge the gap between the rhetoric 
and practice of teaching excellence within what has become a particularly challenging 
teaching environment. This thesis has also generated a number of tools to aid the 
assessment of teaching quality (see Chapter 7 for peer review and self-diagnosis tools), 
and so contributes practically to teaching quality enhancement at a faculty level. 
Similarly, administrators, recruiters and leaders within universities may find value in the 
conclusions as they strive to mould a business faculty capable of engaging and inspiring 
a new generation of diverse learners. The findings from this project may also cast greater 
understanding on the particular challenges of producing graduates with skills and 
knowledge appropriate to the business community that business schools seek to serve. 
Having set both the context of the topic (Chapter 2) and background to the project via a 
rigorous review of the extant literature (Chapter 3), attention will now be turned to the 
study itself and, in particular,  the research design. 
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Chapter 4:  Research Design 
This chapter has been organised using the three interrelated components of research 
design (Figure 7) advocated by Birks and Mills (2011, p. 4). This approach allows for the 
exploration of, and justification for, the cascade of thinking that precede the adoption of 
the methods chosen for this research project.  Furthermore, the approach links the 
theoretical abstraction of a world view with the practical decisions concerning the 
method and instrumentation employed.  
 
 
 
 
 
 
 
4.1 Philosophical positioning 
Denzin and Lincoln (2005, p. 22) point to the importance of elucidating a personal 
philosophical position in social science research in stating ‘all research is interpretive; it is 
guided by the researcher’s set of beliefs and feelings about the world and how it should 
be understood and studied’. Similarly, Lamott (1994), sees this interpretation as vital in 
order to find clear room for the writing voice to be encouraged. Thus, in qualitative 
research, the field is entered wearing many hats constructed from the total sum of one’s 
life experiences.  
With regard to methods and learnings relevant 
to the research project reported in this thesis, 
the author can be categorised as a novice 
researcher, but, given the extensive previous 
Positioning of self (with apologies to Monty Python) 
It would appear that I am a critical realist researching 
within a post-positivist paradigm utilising a Grounded 
Theory methodology. I am also in charge of the sheep dip! 
Philosophy Methodology Methods
Figure 7: Research design components  
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commercial career, as an expert in the scholarly arena of business. Furthermore, as a 
teaching professional, the field of study under consideration (higher education 
pedagogy) is both a passion and a source of professional aspiration to the investigator. 
This background and experience frames the nature of reality and helps address the 
conundrum posed by Guba and Lincoln (2004); ‘whether or not the world has a ‘real’ 
existence outside of human experience of that world is an open question’ (p. 202). 
For this investigator, a fundamental ‘truth’ regarding pedagogical excellence is a 
possibility, despite the fact that it is always ‘imperfectly perceived’ (Birks & Mills, 2011). 
As evidence, there is widespread agreement (Lowman, 1996) about those that are 
labelled ‘excellent teachers’, somewhat independent of perspective. Thus, peers and 
students alike appear to be able to agree on those who demonstrate teaching excellence, 
suggesting some degree of universal ‘truth’ or objective reality. This proposition would 
not sit easily with postmodernists as their rejection of the possibility of an absolute truth 
would tend to deny the theorisation of teaching excellence. As Annells (1996) describes: 
For postmodernism, theory construction is a dubious activity and especially problematic in 
the relationship to legitimate when qualitative research evaluation criteria are merely 
reclothed or reconceptualised positivist notions of reliability, validity and generalizability. 
Postmodern researchers are not concerned about the ‘truth’ of their research product (p. 
391). 
As new theory construction is a key goal of this research project, a postmodern stance 
does not serve this objective well. This is because the construction of a conceptual model 
or, indeed, the building of new theory assumes that a truth does exist. 
Having rejected both ends of the ontological continuum (positivism and postmodernism) 
a midway post-positivist positioning fits both the philosophical perspective of the 
researcher and the nature of the research topic. This post-positivist positioning adopted 
has shaped both the relationship between researcher and participants and also between 
the researcher and the data itself in order to achieve methodological congruence. 
Besides philosophical positioning a further decision needed to be made in terms of 
methodological positioning before this project commenced. This is important in order to 
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achieve research design alignment; the selection of philosophical positioning, 
methodology and method to throw up no incompatibilities in addressing the research 
question. 
No discussion of the positioning of the Grounded Theory (see Chapter 1: Introduction) 
researcher can be complete without reference to the tension that exists between different 
methodological factions within this sometimes controversial methodology. In particular, 
these positions have been characterised as being Glaserian (after one of the first 
generation Grounded Theorists, Barney Glaser) or Straussian (following the processes and 
strategies espoused by the authors Anselm Strauss and Juliet Corbin). Babchuk (2011) 
described these philosophical differences between the former collaborators as ‘a 
theoretical divorce of a magnitude rarely seen in academe’ (p. 384). The traditional 
position advocated by Glaser is generally considered to be that of critical realism within a 
post-positivist research paradigm (Annells, 1996). In practical terms, the implication here 
is that the researcher acts as an instrument who gathers data objectively from 
participants. Conversely, the symbolic interactionist (Blumer, 1969) stance of Strauss 
dictates that the researcher is a subjective participant of data collection in concert with 
participants.  
The external world is a symbolic representation, a “symbolic universe”. Both this and the 
interior worlds are created and re-created through interaction. In effect, there is no divide 
between external and interior world (Strauss, 1993, p. 27). 
Consequently, there appears to be an epistemological and methodological gulf between 
the two approaches (Babchuk, 1996). Goulding (2002) takes issue with the notion that the 
researcher is unable to show any degree of subjectivity: 
A further bone of contention is that with qualitative research, the researcher is pre-
eminently the research tool. Therefore, because all data are filtered through the eyes of 
the data collector the findings are often considered to be subjective, intuitive and value 
laden. However, this is a rather condescending view of the researcher. Personal discipline 
helps qualitative researchers in avoiding excessive subjectivity. Furthermore, it is widely 
accepted that qualitative researchers should adopt a rigorous and self-conscious 
examination for bias at each stage of the research process (p. 18). 
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Further adding to the reputation of Grounded Theory as a ‘contested method’ (Chamaz, 
2006, p. 134), second generation theorists espousing a constructivist or postmodern 
paradigm have dominated contemporary literature. Philosophically, these approaches 
have led Grounded Theory even further from its early positivist influences as they stress 
subjectivity via a relativist epistemology. Described by Charmaz (2006) as an ‘interpretive 
portrayal of the studied world, not an exact picture of it’ (p. 10), there is a clear emphasis 
on the co-construction of knowledge between participant and researcher.  It would 
appear that these new voices have also sought to defuse the rigidity of the Glaser/Strauss 
positions by allowing a more flexible approach to analysis. Consideration of these 
philosophically differentiated positions is valuable because of the methodological 
congruence that is highly desirable in any research design, and an objective of the 
present study. 
As summarised below, Birks and Mills (2011) suggest a number of facets within Grounded 
Theory need to be considered in order for a researcher to locate themselves in regard to 
their philosophical positions. 
4.1.1 Reflexivity 
While the desirability of reflexivity (a circular relationship between cause and effect) in 
Grounded Theory is generally accepted (e.g. Birks & Mills, 2011), the nature and 
importance of reflective practice to the analysis of data remains contentious. Concerned 
with reflexivity paralysis, Glaser (2001) discards the need for researcher introspection 
during the Grounded Theory research process as, he believes, it may sway the 
investigator towards a particular theoretical construct before the data itself has had a 
chance to talk. Neill (2006) agrees, suggesting that the researcher perspective is built into 
the research process as data is gathered, rendering further self-reflection superfluous.  In 
contrast, Grounded Theorists of a constructivist or post-modernist bent explicitly build 
reflective practices, such as journaling and systematic memo writing into their research 
design, to allow subjectivity to be analysed and accounted for. In the interests of 
methodological congruence, the post-positivist process of bracketing (Husserl, 1970) will 
be adopted for data analysis within this research project. Bracketing is an effort by the 
researcher to maintain objectivity by putting a frame around the event via an awareness 
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of preconceived notions that might inappropriately influence theory construction. This 
process was undertaken in this research project by annotating the margins of the 
interview transcriptions with reflections on personal viewpoints in an effort to separate 
analysis from judgement.  
4.1.2 Relationship between participant and researcher 
Diversity between Grounded Theory methodological approaches are also highlighted 
when considering the relationship between researcher and participant. Described by 
Collins (1998) as a ‘smash and grab’ (p. 37) tactic, early Grounded Theory texts 
considered the participants as simply a source of data, with any interplay between the 
parties denied. Indeed, Glaser (1998) takes the extreme position of advocating data 
collection only via field notes (no interview recording) in order to prevent the voice of the 
participant unduly influencing the objectivity of the researcher. More recently, 
progressive Grounded Theorists such as Corbin and Strauss (2008) display their symbolic 
interactionist roots, by suggesting that co-construction of meaning between researcher 
and participant is not only possible, but a desirable outcome from a research project. In 
the case of this study, the richness and depth of data desired can only be created by a 
complex interplay between researcher and interviewee, and the nature of the relationship 
between the parties will serve to encourage this outcome. As both the interviewer and 
the interviewees are academic teaching professionals operating within a university 
environment, a low power differential (status) exists, thus suggesting shared values and 
common concerns. Having considered the interplay between participant and researcher 
in the present study, the relationship between researcher and extant literature will now 
be addressed. 
4.1.3 Theoretical sensitivity 
Theoretical sensitivity, described by Glaser (1978) as the process by which a researcher 
develops insight into the field of research, assists in the conceptualisation of dense 
theory, a key tenet of the Ground Theory methodology. Birks and Mills (2011) suggest 
theoretical sensitivity has three defining characteristics; it reflects the sum of your 
personal, professional and experiential history; it can be enhanced by various techniques, 
tools and strategies; it increases as the research progresses. 
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Again, the juncture associated with the two Grounded Theory ideologies is evident in the 
way in which theoretical sensitivity is accommodated. In the Glaserian view, the greatest 
danger in the development of emergent theory is ‘forcing’ the data: prejudicing the voice 
of the participants by applying preconceived notions and existing theories before the 
data have had chance to emerge. As a consequence, Glaser advocates reading 
extensively in other fields in order to sharpen sensitivity to emerging theory, but avoiding 
conceptual texts in the area to be studied. This supposedly leaves the researcher free to 
explore emergent concepts without the baggage associated by a systematic review of the 
literature.  
In contrast, Strauss and Corbin (1990) have no such qualms regarding the use of extant 
literature, and maintain that a thorough literature search heightens theoretical sensitivity 
rather than detracting from the theory-building capacity of the investigator. The tension 
between the desire to enhance theoretical sensitivity on the one hand, and the possibility 
of forcing data analysis on the other, has been termed a conundrum for Grounded 
Theory researchers by Kelle (2007). 
Philosophically, the idea of bypassing a literature review is counterintuitive, as it is this 
process that is responsible for developing theoretical sensitivity, particularly for the 
novice researcher. A researcher brings significant personal and professional experiences, 
concepts and biases to each and every research project, and to single out extant 
literature as the negative influence that may 
provoke forcing of the data appears 
discriminatory. Consequently, this study will aim 
to hone theoretical sensitivity and invoke 
‘conceptual leverage’ (Goulding, 2002, p. 42) via 
a review of the literature (Chapter 3), but guard 
against undue subjectivity through an 
acknowledgement of underlying assumptions. 
In conclusion, the ends of the Grounded Theory methodological continuum are arguably 
extreme views that do not appear to serve the research objectives of this project 
particularly well. As explored in Chapter 3, many researchers suggest the existence of a 
Ontology 
In thinking about personal ontological fit, I believe the 
attraction of postpositivism is that it allows me to have my 
cake and eat it, too! 
Postpositivism rejects the reductionist, somewhat inhuman 
canons of the quantitative paradigm, but delivers a rigour 
to qualitative data analysis that allows me to believe the 
outcome, and apply that as a doctrina vitae. Thus, for me, 
postpositivism is a happy compromise between the dark 
and light sides of the Ontological force.  
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universal truth of teaching excellence (e.g. Lowman, 1996, Skelton, 2009) and, thus, adopt 
a post-positivist standpoint. According to Lowman (1996) ‘it is difficult to achieve 
consensus on a general definition (of excellence), but most people think they know a 
specific example when they see it’ (p. 33). This study, however, is sympathetic to the 
viewpoint of the so-called second generation of Grounded Theorists summarised neatly 
by Birks and Mills (2011); ‘that the final product of a Grounded Theory study is an 
abstract construction of the researcher’s making, with both researcher and participants 
generating data that informs this theory’ (p. 56). Consequently, a universal truth is not 
expected to be uncovered, but the consolidated viewpoints of the participants inform a 
more complete understanding of the characteristics of teaching excellence in a widened-
participation environment. 
4.1.4 Ontology 
This research project seeks to uncover patterns and identify generalisations regarding 
pedagogical approaches. In addition, the findings of this project are intended to be 
instructive to those practising teaching in higher education. Ontologically, the implication 
here is that educators are able to make progress towards a better understanding of 
effective teaching, even though this ‘Holy Grail’ of excellence can never be fully 
apprehended. 
This does not suggest, however, that a mechanistic/ reductionist stance is appropriate to 
investigation of this educational phenomenon. Paraphrasing the Seventeenth Century 
poet, William Blake, Nesfield-Cookson (1987) offer the following early criticism of 
positivism:  
They (positivists) reduce life to conceivable measurement, but such a conception of life 
does not embrace the most evident element of all; that life can only be known by a living 
being, by ‘inner’ experience. No matter how exact measurement may be, it can never give 
us an experience of life, for life cannot be weighed and measured on a physical scale (p. 
128). 
Consequently, this research enquiry will embrace a post-positivist approach where truth 
claims undergo critical scrutiny in order to get closer to the multiple realities of the 
subjects. The search IS for truth, but grounded in the traditions of a subjective viewpoint; 
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Worldview of investigator 
My father tells a story which paraphrases my worldview. 
Following a visit to the circus as an eight year old I was 
inspired to attempt tightrope walking on the washing line 
via the roof of the garden shed. Inevitably, this foray into 
the world of acrobatic performance ended badly, with an 
arm in a cast for six weeks. In order to assuage the pain 
and discomfort of the injury, my father took the 
unprecedented step of taking me to the shops to purchase 
a present of my choice. Naturally, there could be only one 
choice: Action Man! But, in which guise? It came down to 
two inseparable options; Action Man as the firefighter, or 
Action Man as the scuba diver (complete with aqualung 
and BONUS dolphin).  I couldn’t decide, so I consulted my 
father: “Which is the best?” He advised that there really 
was no ‘best’ as it really depended whether I wanted a toy 
for the bath or something more appropriate to dry land. At 
this mealy mouthed response, I apparently got somewhat 
frustrated, stamping my feet and demanding “Yes, but 
which is the BEST?”!  
With the unfolding of this thesis the words of my father 
would prove prophetic. As Action Man may be ‘context 
mediated’ so, too, may pedagogy.  
This story parallels my view of education, in that I am 
optimistic that a better understanding may lead to more 
effective pedagogy, and we may be able to progress 
towards a position of greater enlightenment regarding 
teaching in higher education.  The postpositivist stance 
adopted for this research project is a response to this view. 
This does not mean that I am expecting to be able to 
apprehend ‘excellence’ in HE teaching;  I am merely 
endeavouring to gain a better understanding of its 
characteristics whilst acknowledging that excellence, itself, 
may be highly dependent on the context in which it is 
enacted. 
 
examined through the eyes of the participants rather than those of the researcher 
(Cohen, Manion & Morrison, 2000).  
4.1.5 Epistemology 
While this researcher shares a similar perspective (that of lecturer in business and fellow 
award winner) with the research subjects, it is intended that an objective stance will be 
maintained in relation to the phenomenon under consideration. Thus, empirical data 
generation will dictate research findings and the intent is to take a position of data 
collection instrument, rather than a co-constructor of understanding. This positioning has 
the effect of playing down a fully reciprocal relationship between the researcher and the 
participants, and stresses that universal truths 
regarding pedagogic excellence do exist, 
despite the inability of the investigator to 
apprehend them exactly. 
This proposed approach and worldview narrows 
the appropriate methodological approaches; 
Hatch (2002, p. 26) refers to Grounded Theory 
as the ‘quintessential post-positivist research 
approach’ due to its use of rigorous techniques 
to uncover approximations of social reality. 
Thus, the philosophy underpinning this thesis 
assumes a fundamental truth does exist, despite 
being imperfectly perceived. This paves the way 
for theory building to occur in the post-
positivist tradition. 
4.2 Methodology 
4.2.1 Research aims 
Widened-participation higher education 
institutions are of pedagogical research interest 
as student cohorts within these organisations 
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are likely to be representative of the future student populations of many universities as a 
result of ongoing global massification policies. It is hypothesised that this inclusive 
student body are demanding (and will continue to demand) significant adaptations to 
traditional university teaching strategies. In considering the characteristics of excellent 
teachers in widened-participation higher education environments, this study aims to 
capture the complex interplay between how they approach their teaching practice and 
what specific pedagogic strategies they employ within their teaching environment. 
‘Characteristics’, in this sense, refer to both the attributes of the teacher and the way in 
which they ply their craft. 
Consequently, the primary research question is:  
‘What characteristics are germane to, and manifest themselves in, excellence in 
higher education business teaching within an academically inclusive university 
environment?’ 
As the study progressed, it became evident that a secondary question was required in 
order to acknowledge that the quest for pedagogic change was the true objective; ‘How 
can this understanding be used to enhance teaching quality in widened-participation 
environments’.   
The investigation of participants’ pedagogic provenance, contextualised by the richness of 
their current teaching strategies, is anticipated to enhance understanding of pedagogic 
adaptation within an inclusive educational situation. Consequently, the study seeks 
insights into teaching excellence and learning effectiveness for the new wave of non-elite 
students currently embarking on studies within higher education. 
4.2.2 Research approach justification 
Education has a long history of embracing qualitative research strategies. Freebody 
(2003) notes that this tradition significantly pre-dates formal quantitative methodologies 
in the field. As governments have moved from a laissez-faire to an interventionist stance 
in regard to public education, so the significance of educational research (both 
qualitative and quantitative) has grown as a means to justify policy direction informed by 
evidence. 
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Following the early explication of Grounded Theory (Glaser & Strauss, 1967), this 
methodology began to find favour across a wide variety of educational settings, from 
adult education (e.g. Mezirow, Darkenwald & Knox, 1975) to curriculum design (e.g. 
Thiru, 2002). One of the most prolific educational Grounded Theory researchers, Babchuk 
(1996), offers the following justification for the use of this methodology in education: 
[Grounded Theory] has considerable potential for the study of adult education problems 
and issues. Given its focus on generation of theory from collected data in the field, it 
seems ideally suited for adult education, a discipline which is characterised by its lack of 
well-developed theoretical foundation and strong commitment to the world of practice 
(p. 7). 
Here, Babchuk emphasises the role Grounded Theory can play in settings where existing 
theoretical conceptualisations are sparse and new theory generation is the key objective. 
Similarly, Hutchinson (1986) champions the theory-generating ability of Grounded 
Theory over traditional ‘anaemic’ research approaches in educational research. For Richer 
(1975), the naturalistic setting of educational problems combined with the inductive 
power of Grounded Theory may be the catalyst for generation of viable scaffolds on 
which to support future research activity. It should be noted, however, that the popular 
Strauss and Corbin (1990) approach to Grounded Theory, with its complex and rigid data 
coding ethos, is generally viewed as being more supportive of ‘verification’ rather than 
‘emergence’ (Babchuk, 2011). 
In the field under consideration for this study, that of pedagogic practice in inclusive 
universities, the recency of the massification phenomenon is one reason for a paucity of 
theorising within the substantive literature. Given the evidence presented by the 
researchers above, this would appear to produce ideal conditions in which to initiate a 
Grounded Theory study. 
Furthermore, as Grounded Theory is post-positivist in nature (and provides a systematic 
process for the researcher to interrogate the data), the rigor of the findings generated 
from this study may find some traction with quantitative research exponents. This is 
important as this study pertains to tertiary education within business schools, an 
environment where quantitative research dominates. In order for a qualitative study to 
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gain adhesion with this audience, the systematic approach of Grounded Theory may help 
the legitimisation of the findings.   
As Goulding (2002) explains, Grounded Theory ‘is most commonly used to generate 
theory where little is already known, or to provide a fresh slant on existing knowledge’ (p. 
42). Consequently, by adopting a qualitative exploratory approach, this research project 
will investigate the characteristics of teaching excellence within inclusive, non-traditional 
university populations.  These universities are very different from the traditional elite 
institutions that have dominated the Western higher education landscape of the last 
century, in that the student populations tend to be drawn from families with little 
tradition of university attendance, have lower academic entrance requirements, and the 
students typically come from lower SES backgrounds. This differentiation in university 
positioning is a contemporary illustration of Bourdieuian polarity (Bourdieu, 1993) as 
highly selective elite institutions co-exist alongside more vocational/regional universities 
within the same educational market (Marginson, 2008). 
This study endorses the validity of social constructivism (learning that takes place 
through group interaction) by acknowledging and investigating the influence of 
background and previous experience of the study participants in the crafting of a 
pedagogical approach to business teaching. Thus, this project addresses the research 
question assuming that the approach of a teacher is ‘path dependent’, and that 
understanding is influenced by incoming new information superimposed upon an 
existing web of pedagogic understanding. As a learning theory, social constructivism has 
chiefly been employed by teachers to explain how students learn. This process, however, 
applies equally to the way in which those teachers, themselves, build knowledge, and it is 
from this perspective that this study will be conducted. 
By its very nature, Grounded Theory (Glaser & Strauss, 1967) offers a suitable theoretical 
canvas for the development of new theory as opposed to the theory testing objectives of 
positivist approaches. The Grounded Theory method involves both an inductive and 
deductive approach to data in order to better understand the main concerns of the 
participants, and their attempts at resolving these quandaries. 
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A Grounded Theory approach to this project has been a catalyst for new theory building 
(induction), as one of the objectives for the study was to develop a conceptual model 
that attempts to better explain the relationships within excellent pedagogic practice that 
emerge from the data being gathered.  
Another objective of this research project is to develop theory by assessing the ways in 
which outstanding practitioners within non-traditional university environments exhibit 
teaching similarities and differences (deduction).  Grounded Theory excels in these areas 
as the iterative comparison process helps uncover patterns and relationships within the 
data. As Thompson, Locander and Pollio (1990) indicate, a sound basis for data 
interpretation lies within the similarities emerging from the experiences of the subjects.  
In conclusion, the methodology used in this study can be considered to lie within a 
Grounded Theory paradigm (Table 2) due to the following characteristics: 
Table 2: Presuppositions behind Grounded Theory (Adapted from Hood, 2007, p. 156) 
Characteristics Presuppositions 
Research question Research is primarily process orientated 
Sample Criteria are theoretical 
Research Inductive and cyclic 
Data analysis Constant comparative method 
Sample size Until saturation achieved 
Generalisability Via the ‘discounting process’ 
Design Goal is a theory that emerges from data analysis 
 
4.2.3 Sampling rationale 
In the traditions of qualitative research, this project aims to select a sample of 
participants that will allow the clarification and deepening of understanding of pedagogy 
by the researcher. Flick (1998) clearly defines the importance of the link between the 
research topic and sample choice when he states, ‘It is their relevance to the research 
topic rather than their representativeness which determines the way in which the people 
to be studied are selected’ (p. 41). Haphazard sampling, while attractive from a 
convenience perspective, must be avoided in this case as it may seriously misrepresent 
the phenomenon under consideration.  
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The research question for this project suggested that the sample be drawn from teaching 
staff employed within an academically inclusive university environment where widened 
participation is a feature. This requirement, however, poses the further dilemma of 
definition; in order to select a sample of this nature, consideration needed to be given to 
exactly what an inclusive educational environment actually is. As Marginson (1999) 
observes, ‘Rhetoric about diversity is abundant’ (p. 12). But, for the purposes of this 
project, it is the student variation that may impact on pedagogic strategies that are of 
particular interest. This research project intends to investigate pedagogic practice in 
academically inclusive university environments. At least at school-leaver level, universities 
generally select students on the basis of the Australian Tertiary Admissions Rank (ATAR) 
scores, and it is this variable that was used as a plausible, accessible, surrogate measure 
of ‘academic inclusivity’ for sample selection purposes in the initial phases of sampling. 
There is evidence that the new wave of non-traditional students accessing higher 
education is characterised by a wider range of academic performance abilities. Tellingly, 
university place offers to school leavers with low admission scores (ATAR: 50-70) and very 
low admission scores (ATAR: <50) have approximately doubled since 2004 (Group of 
Eight, 2012). 
A unique feature of Grounded Theory is the approach to sample selection. Theoretical 
sampling, the term originally coined by Glaser and Strauss (1967) is a key driver in 
making the Grounded Theory process emergent. That is, the derivation of the sample 
itself is not decided upon a priori (Hood, 2007), but is directed by each iteration of the 
constant comparison process. According to Hood (2007) theoretical sampling demands 
that conceptual themes emerging from the analysis of the data guide future sample 
selection.  
Thus, an academically inclusive university can be defined as one that allows entry to 
students with both high and low admission scores. Prestigious ‘Sandstone’ and ‘Redbrick’ 
(Marginson, 1999) universities can be immediately pruned from potential sampling 
frames  as their student selection criteria generally allow only very high performing 
students to enrol. Naidoo and Jamieson (2005) make the point that it is subordinate 
universities (i.e. reputationally non-elite universities) that have to contend with inclusion 
policies as elite institutions are able to re-legitimise academic capital and so can continue 
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to select only the highest performing students, even within an environment of 
massification. In the Australian context, James (2009) warns of an increase in social 
polarisation between tertiary institutions as a result of massification policies. 
Having rationalised selection of universities on the basis of academic inclusion, the focus 
must now turn to the identification of teaching excellence within these universities. Can 
excellence in higher education teaching be successfully detected and, if so, on what 
basis? The concept of teaching excellence (discussed in section 3.2.2) implies a 
continuum of performance stretching from incompetence to excellence. This implies that 
excellent teaching is not simply competent teaching, and educators who demonstrate 
‘excellence’ exhibit skills and techniques above and beyond the usual expected standard. 
Given that excellence is a normative concept (Elton, 1998), the suggestion is that only a 
few higher education teachers can ever be rated as excellent. Skelton (2009) agrees, 
maintaining that ‘excellent teaching can be distinguished from ‘everyday’ teaching in 
higher education’ (p. 109).  
The way in which the tertiary sector generally recognises excellence in tertiary pedagogy 
is by the conferring of teaching awards, be they at faculty, institution or national level. 
The sampling approach of this study assumes, by the selection of awarded teachers, that 
‘excellence’ and ‘award winning’ are synonymous; that all award winners are, in fact 
excellent teachers. This is probably not the case. Many excellent teachers may not allow 
themselves to be put forward for teaching awards and, conversely, lecturers may be 
awarded on the basis of the strength of their application, rather than on teaching 
prowess. Nevertheless, most awards demand a degree of triangulated evidence; typically 
student evaluations, peer review and leadership endorsement. This gives some legitimacy 
to the ‘excellence’ claim and, while not beyond critical scrutiny, no more accurate 
sampling selection for teaching excellence (which is readily identifiable) appears to exist. 
Consequently, as a basis from which theoretical sampling could be pursued, learning and 
teaching award-winning academics from two inclusive universities (University of Ballarat 
and Western Sydney University) were initially invited to participate. These institutions 
were chosen as it was anticipated that their differences on a number of levels (scale, 
proximity to a major city and state location) would give the opportunity for a significant 
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variation of responses. This resulted in eight pilot interviews from which to base future 
theoretical sampling direction. A number of themes generated as a result of the coding 
of these pilot interviews suggested the way forward in terms of wider sample selection: 
1. Repeated reference to both policy variations within universities and ‘unique’ 
cohort characteristics by interviewees indicated there was some merit in obtaining 
samples from multiple states in order to better represent the Australian 
experience of pedagogy within a massified university environment. In this way, 
the emerging theory could be validated against a range of institutions. This was 
accommodated via a quota sampling approach, as shown in Table 3.  
2. Similarly, emerging coded responses suggested significant variations in student 
profile (and, thus, teaching strategies) may occur, depending on the location of 
the university with respect to a major conurbation. It can be postulated that 
characteristics such as class size may have a significant bearing on pedagogy, so 
subsequent samples reflected a blend of both city campuses and regional 
campuses due to their relative scale. Ultimately, this assisted the investigator to 
understand what was going on within this phenomenon in a broader sense. 
As a result of the initial sample selection and subsequent adaptations mandated by the 
theoretical sampling philosophy of Grounded Theory, business teaching staff within the 
following universities participated: 
Table 3: University sample selection. Source: VTAC, QTAC & UAC program overviews, 2012 & Good 
Universities Guide,  
Universities ATAR Score into Undergraduate Business 
Program 
Victorian academically inclusive universities (6 
interviews) 
ATAR band 
University of Ballarat (Fed Uni from 2014) 56-79 
Victoria University 55-86 
NSW academically inclusive universities (8 
interviews) 
ATAR band 
Southern Cross University 68-79 
University of Western Sydney 65-93 
University of Newcastle 60-100 
Queensland academically inclusive universities (9 
interviews) 
OP band 
Australian Catholic University (Q/land) 18 (Approximately equivalent to a 55 ATAR-93) 
Central Queensland University 19 (Approximately equivalent to a 55 ATAR-100) 
University of Sunshine Coast 18 (Approximately equivalent to a 60 ATAR-100) 
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By utilising multiple universities, bias attributable to specific localities was minimised. The 
sample included a mix of regional (4) and metropolitan (4) universities again in an 
attempt to minimise bias introduced by the characteristics of a particular location. This 
project sought informants who are past Learning and Teaching award winners within the 
business school of each university. By selecting only business schools, the objective was 
to give a degree of consistency to the context in which these teachers operate as it is 
believed that expanding variables, characteristics and traits by drawing participants from 
widely disparate fields might obscure patterns and prevent meaningful comparison 
because of variation in teaching practices faculty to faculty. Furthermore, as a lecturer in 
the business discipline, it was found that, as an ‘insider’, the investigator was able to 
develop quicker rapport with subjects leading to more in-depth probing around the 
issues raised. Consequently, the sample selection for this study can be termed both 
purposeful and theoretical.  
As this study sought to sample excellent business lecturers who teach in an academically 
inclusive environment, it is believed that this requirement can be met through the sample 
selection discussed. In this way, the criteria of sample selection based fundamentally on 
relevance to research topic (as advocated by Flick, 1998) is adhered to. While criticism 
might be levelled at samples drawn exclusively from award winners (on the basis that 
nominees must be willing to participate in the award process), this criticism can be 
tempered via the rigor of the learning and teaching award process, a typical example of 
which is outlined here:  In the case of university and school award candidacy, multiple 
perspectives supporting the candidate’s teaching excellence are required. This usually 
incorporates a written endorsement from the Head of the School, evidence of peer 
review and sustained excellence in student evaluation of the teacher over a number of 
years. While it is true that the teacher must accept a nomination (which, in effect, 
introduces bias to the process), in order to proceed with a submission, sustained 
excellence in teaching must still be demonstrated. Consequently, in order to understand 
better the characteristics of good teaching this was considered a practical and convenient 
approach, albeit with the potential for unknown bias. 
A database of prospective participants was compiled from direct contact with the Deputy 
Dean, Learning and Teaching, within the business school of each of the universities 
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identified. Criteria for ‘award winner’ status were established to build this list. Participants 
would be drawn from only those recipients of Learning and Teaching awards/citations at 
National (conferred by Office of Learning and Teaching or Australian Learning and 
Teaching Council), Institutional (for instance, Vice Chancellor awards) or at faculty level 
(school-based awards). Confirmation of teaching mastery by leaders of learning and 
teaching within the faculty added a secondary screening of study participants and goes 
some way to addressing the sampling dilemma posed when considering the potential 
discrepancy between ‘excellence’ and ‘award-winning’. 
This sampling generated a fairly even gender mix, with award-winning educators selected 
generally possessing at least a decade of teaching experience. The initial goal was to gain 
three participants from each university to produce a sample size of 20-25, but this 
number was contingent upon theoretical saturation being achieved (That is, more 
participants may have been interviewed if new information continued to be forthcoming). 
While statistical sampling concludes when all elements of a predetermined sample have 
been interrogated, inductive and contingent sampling, such as that used within 
Grounded Theory methodology, comes to an end when additional interviews provide no 
new information pertinent to the research question. In this study, twenty three 
participants were interviewed (eight pilot interviews and fifteen second phase interviews) 
and, as no new themes were generated in the final two interviews, the sampling was 
concluded at this point.  
Once the interviews were concluded it was believed that this sample size had allowed 
similarities and differences between the practice of participants to be rigorously 
investigated and, in so doing, achieving category saturation, an important objective of 
Grounded theory (Strauss & Corbin, 1990). Strauss and Corbin (1990) provide the 
following explanation of category saturation ‘A category is considered saturated when no 
new information seems to emerge during coding, that is, when no new properties, 
dimensions, conditions, actions/interactions, or consequences are seen in the data’ (p. 
136).  
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4.3 Methods 
4.3.1 Instrument 
Face-to-face, semi-structured in-depth interviews (Dick, 1998) were chosen as the 
principal method by which data was obtained within this project. As Goulding (2002) 
observes, it is this type of interview that is most likely to reveal the rich and detailed 
experiences of the subject. It is not surprising that this interview type is favoured by the 
majority of Grounded Theory investigations, as it can accommodate the simultaneous 
induction and abduction during the interview process by allowing the discussion to 
depart into unplanned yet potentially relevant territory. Bloch (1996), places the interview 
in context for qualitative researchers when he states that ‘In social research the language 
of conversation, including that of the interview, remains one of the most important tools 
of social analysis, a means whereby insight is gained into everyday life, as well as the 
social and cultural dimensions of our own and other societies’ (p. 323). 
In this context, face-to-face interviewing also 
facilitates rapport building, an important 
consideration when seeking the deep and 
insightful responses needed to understand 
complex relationships. Under these conditions of 
‘power neutrality’ (Goulding, 2002), both the 
researcher and the participant may display 
subjectivity and reflexivity, highly desirable in 
revealing the ‘meaning of experience’ (Rennie, 
1998). Interviews were of approximately sixty 
minutes in duration in order to explore in-depth 
a comprehensive range of topics in response to 
initial questions. These topics, derived from the literature review, reflected areas of likely 
importance to the research question itself. Specifically, section 3.2.1 (The changing nature 
of universities) was the catalyst for question 2 & 7 regarding inclusivity and pedagogic 
adaptation. Question 1, relating to pathways into university teaching was informed by the 
literature considered in section 3.2.3 (significance of business education). Section 3.2.2, 
The richness of qualitative data 
As an academic with a strong interest in learning and 
teaching, I am frequently asked to participate in 
educational research via online questionnaires. I have 
found this experience demoralising, as the closed ended, 
forced choice and largely quantitative questions do not 
allow me to offer a useful and meaningful response. This 
type of survey just doesn’t appear to fit social research 
particularly well, and I am always left with the impression 
that a face-to-face discussion could provide a much richer 
and more accurate portrayal of my perspective on the 
issue. Consequently, I will be adopting a qualitative 
approach to this research project in order to get a real 
sense of the lived experiences of the participants while 
uncovering meaning structures (Mishler, 1986) that 
excellent educators use to make sense of their world of 
teaching. 
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teaching excellence in higher education, generated questions 3, 4, 5, 6 & 8 which covered 
the topics of excellence definition, personal traits, teaching philosophies, strategies and 
motives in the quest for excellence. Interview questions are provided in Table 4.  
Table 4: Interview guiding questions 
Questions 
1. Could you provide an overview of your pathway into higher education 
business teaching? 
2. In terms of diversity, please describe the cohort of students that you teach. 
3. How would you define excellence in higher education business teaching? 
4. What personal attributes do you feel have helped you become an excellent 
higher education business teacher?  
5. What are the key pedagogical philosophies that you bring to your teaching 
in the higher education business environment? 
6. How would you describe your teaching style in business higher education 
teaching? Has it changed in response to the wide range of students that 
you now teach? 
7. What specific strategies do you use in the lecture theatre/classroom to 
facilitate student learning to this academically diverse cohort? In what ways 
have these been adapted for the diverse types of students that you now 
teach? 
8. What are your motives in the quest for excellence in business teaching? 
 
The interviews were recorded and the data were transcribed. Eight open-ended questions 
(including prompts and probes) were developed to guide the interview process but, in 
the traditions of Grounded Theory, these were modified to elicit greater detail if a 
particularly rich seam of understanding was uncovered. As the University of Ballarat 
(Federation University Australia) was one of the inclusive universities selected as a 
sample, the first interview was conducted with an award-winning teacher from this 
university who was also a colleague within the business faculty. This allowed pretesting of 
the survey instrument prior to usage amongst the wider sample. This process resulted in 
the replacement of one question, and, in the interests of clarity, revision of some of the 
wording of other questions before widespread interviewing was embarked upon. 
Appendix 1 (page 284) provides the interview guiding questions that were used to guide 
the interview progress. 
Interview studies generally explore paradigmatic knowledge, that is; the logical-scientific 
aspects of understanding. Due to the complexity of the act of teaching and the difficulty 
in separating the ‘how’ and ‘why’ of pedagogy, the interview questions elicited some data 
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which could, more correctly, be termed narrative enquiry; that knowledge which is 
‘storied’. Indeed, Clandinin and Connolly (1994) list ‘research interviews’ as a legitimate 
way to generate narrative-type data. While most narrative inquiry fits best within a 
constructivist or critical paradigms, this method was justified in this study as both 
Polkinghorne (1995) and Hatch (2002) believe post-positivist analytical techniques (such 
as those employed via a Grounded Theory approach) can be successfully applied to 
narrative data.  
Data for this project were derived from face-to-face interviews with outstanding teachers 
however, a number of secondary data sources, such as government commissioned 
reports, were interrogated to offer context to the analysis. The flexibility provided by 
Grounded Theory confers the advantage of allowing secondary sources to reveal 
different conceptual interpretations (Goulding, 2002), thus contributing to the spirit of 
discovery and deeper understanding of the phenomenon under analysis. 
4.3.2 Research procedure 
Data collection 
Given the commonality between the researcher and the proposed subjects, potential 
participants (see 4.2.3) were contacted and invited (initially via telephone) with a follow-
up consent letter, via e-mail, to those indicating a willingness to participate. Similarly, 
confirmation of participation was sent via e-mail to the researcher. Other than those 
academics not present in the interview location at the time the interviews were taking 
place, all potential participants agreed to be a part of the study, thus validating the 
effectiveness of the personal approach to participant recruitment. Interview 
appointments were made with all participants at the university location in which they 
were employed. Interviews were conducted over a period of three consecutive weeks. 
This allowed the investigator to stay in the field until no new categories or evidence were 
appearing (category saturation), a key objective within the Grounded Theory 
methodology. This intense period of dedication to simultaneous data collection and 
introspection allowed an environment that facilitated the constant comparison of data 
and, ultimately, underpinned the development of a theoretical model.  
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Nominally of 60 minutes duration, a third of the interviews went over time as participants 
were very well informed about the topic at hand, and appeared particularly enthusiastic 
when discussing their teaching practice. As the extra time may have yielded further 
valuable categories, the investigator did not make any conscious effort to limit the 
interviews to the allotted time. In total, 23 interviews were conducted, which yielded 
nearly 26 hours of recording. Interviews were transcribed as close to the interview as 
possible (generally within two weeks) using a commercial transcribing service. All 
recordings were checked against the completed transcription by the investigator to 
ensure accuracy.  
Rapport and trust 
Preceding the commencement of each interview, participants were asked for permission 
to record the interview via an audio recorder. While this permission-seeking appeared to 
add gravity to the interview resulting in participants responding quite formally to the first 
question, this quickly dissipated with an extemporaneous atmosphere prevailing. In order 
to develop trust, the potential use of the research findings was discussed, along with the 
privacy arrangements for the study. Reflecting typical practices within university business 
research no financial incentives for participation were offered, although a summary of 
findings was made available to participants after the project concluded. Given the nature 
of the sampling mechanism (subjects are previous learning and teaching award winners) 
all participants expressed a high degree of interest in the findings. In particular, they 
appeared to be keen to compare and contrast their personal strategies and teaching 
philosophies with other award winners, as participants appeared to seek a degree of 
legitimisation of their teaching craft. There was also a sense that excellence in teaching 
within an academically inclusive university was more challenging than within an exclusive 
higher education institution, and participants conveyed a philosophical camaraderie with 
other participants of the study. 
Fontana and Frey (1994) make the point that trust needs to be established at the very 
start of an interview as attitudes, once formed, are difficult to change. These authors also 
allude to a number of interview challenges. They suggest that a lack of affiliation 
between the parties may preclude an honest and detailed flow of information from the 
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participants and, conversely, an over-familiarity with the informants may also lower the 
quality of the data gathered. 
On reflection, the relationship between interviewer and interviewee in the case of this 
project appeared to encourage depth and sophistication of response as both parties 
possessed an underlying understanding of the tertiary educational field within a widened 
participation environment. The affiliation generated by occupational similarities, together 
with a shared passion for teaching within higher education proved to be a rich fertiliser 
to insightful and detailed responses. Other than Federation University colleagues, no 
previous connection between informant and investigator existed prior to the study which 
assisted the investigator in maintaining a subjective standpoint of which Glaser (1998), 
the quintessential postpositivist, would approve! 
Memoing 
Many qualitative research methods rely on the extensive use of memoing to assist in 
capturing emerging themes during analysis. As with the sampling procedure mandated 
by the Grounded Theory methodology, so memoing takes on a special characteristic in 
this research. As Hood (2007) explains, Grounded Theory memos differ from those found 
in other types of studies (e.g. General Inductive Qualitative Model study) because of their 
focus on assisting in the theoretical rather than substantive aspects of the emergent 
theory. In particular, Grounded Theory memos assist in the generation of relationships 
between concepts in order to explain the phenomenon under consideration. 
Throughout the duration of this study, memoing served as a conceptual commentary on 
the data under scrutiny. Memoing was approached in three ways as this research 
progressed. Firstly, during initial coding, notes were added in the margin of the 
transcripts to harvest ideas as the data was perused. Secondly, significant/complex 
relationships and thoughts were committed to a separate memo the moment the idea 
was conceived. These ‘little conceptual epiphanies’ (Miles & Huberman, 1994) were often 
in the form of diagrams and conceptual drawings, indicating the distinctive and personal 
nature of these insights in data interpretation. These separate memos were rendered 
sortable by the addition of captions which, over time, began to take on the titles of the 
emerging codes. As Goulding (2002) suggests, ideas do not always occur when actively 
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coding, so a notebook was used to capture these thoughts as they struck (running, 
driving and in the shower, typically!). 
Analysis 
Data generated from interview transcripts were coded using principles advocated by 
Strauss (1987). In the first review of the data, open coding was performed by seeking 
initial themes directly from the transcripts. A list of these categories was compiled to, 
ultimately, form a universe of themes present in the study. A second pass through the 
data supported axial coding where questions were asked relating to ‘causes and 
consequences, conditions and interactions, strategies and processes and…concepts that 
cluster together’ (Neuman, 2006, p. 463). Finally, selective coding, the final pass through 
the data, was adopted when all data had been collected. Selective coding was used to 
reorganise data around a number of major themes, thus encouraging the generation of 
emergent theory (see Chapter 5 for an elaboration of coding themes). 
As the investigator exhibits a strong preference for analysis via visual means, the 
situational mapping techniques of Clarke (2005) in relation to Grounded Theory studies 
also provided a valuable way to articulate (graphically) relationships between emerging 
concepts. In clarifying the use of this technique, Clarke points to their potential across a 
multitude of paradigms: ‘[These are] analytical tools that can be used on their own with 
discourse data and/or along with and complementing other theoretic and analytic 
approaches’ (p. 146). 
Clarke (2005, p. xxii) defines this analytical heuristics as follows: ‘Situational maps lay out 
the major human, non-human discursive and other elements in the research situation of 
enquiry and provoke analysis of relationships amongst them’. 
While a situational map of the codes generated proved to be particularly useful as an aid 
in mapping relationships visually, Clarke’s two other mapping tools; social world and 
positional mapping, were found to be less appropriate to this research situation due to 
the well-defined nature of the sample. When completed in its final form, the situational 
map provided the catalyst from which the theoretical model was developed. 
Table 5 offers a summary of the research method used within this project. 
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Table 5: Method summary 
Instrumentation Data Analysis Sample Selection Participants 
Semi-structured 
interview. 
 
Open, axial and 
selective coding of 
interview narratives 
Academically inclusive universities 
(determined initially by ATAR 
admission scores then adapted 
through theoretical sampling 
techniques) 
Award winning 
teachers within the 
business schools, 
endorsed by Deputy 
Dean, (L & T) 
 
Research quality 
According to Corbin and Strauss (2008): ‘Making judgements about the quality of 
qualitative research is difficult because so much depends on who is doing the research, 
its purpose and the method that is used’ (p. 305). Corbin and Strauss (2008) offer ten 
quality criteria which can be regarded as a meta-analytical list distilled from multiple 
authors. These criteria are: 
1. Fit: ‘Do the findings resonate/fit with the experience of both the professionals for 
whom the research was intended and the participants who took part in the 
study?’ Corbin and Strauss (2008, p. 305). While it is too early to comment on the 
acceptability amongst the research community of refereed journal papers derived 
from this research project, the validity of findings presented to participants has 
been borne out by the positive comments received following the communication 
of the summary of findings. To paraphrase Corbin and Strauss (2008), the findings 
did appear to ‘ring “true” ’ to these teaching professionals. 
2. Applicability: ‘Can [the findings] be used to develop policy, change practice, and 
add to the knowledge base of a profession?’ Corbin and Strauss (2008, p. 305). As 
massification in higher education represents a relatively recent phenomenon, the 
lack of studies on teaching strategies and approaches within this environment is 
telling. The findings from this project add a new dimension to the lexicon of 
higher education pedagogy. With effective dissemination of the results via journal 
articles and academic presentations, it is conceivable that the results will have an 
impact on the way academic staff approach their teaching craft in inclusive 
universities. This is further legitimised as the findings represent the ideas and 
strategies of peers who are acknowledged as outstanding in terms of their 
teaching effectiveness. Furthermore, the tools developed during the course of this 
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project have direct applicability to the raising of teaching standards in business 
schools within a widened-participation environment. 
3. Concepts: ‘What is important is findings have substance, or that they must be 
something more than a mass of uninterpreted data that leaves the reader trying 
to figure out what to make of it’ Corbin and Strauss (2008, p. 305). As this study 
set out to build theory rather than offering a rich description of the phenomenon, 
the conceptual model endeavours to bring together the salient concepts 
surrounding developing better teaching practice for a wide and disparate cohort 
of learners. 
4. Contextualisation of concepts: ‘Without context, the reader of research cannot fully 
understand why the events occurred, why certain meanings and not others are 
ascribed to events, or why experiences were one way and not another’ Corbin and 
Strauss (2008, p. 306). In order to rigorously contextualise this study, considerable 
attention has been devoted to elucidating the massified, democratised higher 
educational environment unfolding across the developed world while locating this 
project in the specific educational context of Australian business schools. The 
limitations that this context reveals are discussed in Section 4.5. 
5. Logic: The desire of the author to present an integrated conceptual model linking 
the teaching environment with characteristics of both excellence in teaching and 
excellent teachers drove a sense of logic through the entire research project. In 
particular, the constructive nature of this model (sequential building up of the 
facets) rendered a rationality and flow to the research project that informed every 
aspect of the developing argument. The value of verbally articulating the 
constituent parts (and relationships between them) of the project with research 
colleagues and in presentations also proved invaluable in the clear arrangement 
of the associations between ideas. 
6. Depth: ‘It is depth of substance that makes a difference between thin, 
uninteresting findings and findings that have the potential to make a difference in 
policy and practice’ Corbin and Strauss (2008, p. 306). The method of data 
gathering chosen, namely in-depth face-to-face semi-structured interview 
allowed ample opportunity for participants to give voice, in considerable detail, to 
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their teaching beliefs, experiences and strategies. This data gave rise to a myriad 
of interconnected themes, allowing a complex and intimate analysis of the 
phenomenon. Furthermore, the experience, knowledge and passion for the topic 
amongst the participants fuelled insightful and highly-detailed responses. 
7. Variation: Corbin and Strauss (2008) point to the importance of articulating those 
findings that exhibit significant variance from the norm. While appropriate themes 
were generated to represent outlying views, the nature of a conceptual model is 
that it may tend to present a more generalised view of the findings. Limitation 3 
in section 4.5 points to the single faculty setting for this study, and advocates 
further research to determine whether these findings can be applied more widely. 
8. Creativity: Corbin and Strauss (2008) challenge the qualitative researcher to not 
simply distil that which has gone before, but present findings in an innovative 
manner ‘It is not that the topic needs to be new, but that new understandings of 
that topic are brought forth (p. 306). In this case, the topic represented a new 
understanding of teaching excellence within a contemporary setting, but the 
conceptual model developed from the findings (and presented diagrammatically) 
offers a unique portrayal of the important characteristics of teaching excellence. 
Development of quality enhancement tools (detailed in the implications section of 
this thesis) demonstrates a practical and innovative approach to the treatment of 
the research findings. 
9. Sensitivity: ‘Did the analysis drive the research or was the research driven by some 
preconceived ideas or assumptions that were imposed on the data?’ (Corbin and 
Strauss, 2008, p. 306). The affiliation (that of business lecturers) between 
interviewer and interviewee had some potential to impose bias on the data 
gathered, but the low power differential between participant and investigator 
(together with the strong opinions of those being interviewed!) tended to dispel 
likelihood of objectivity loss. Secondly, the post-positivist worldview of the 
researcher (see section 4.1) implies a search for ‘truth’ (however imperfectly 
apprehended) leading to a heightened sensitivity to a biased interpretation of the 
participant voice. 
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10. Evidence of memos: As Corbin and Strauss (2008) state; ‘Since a researcher can’t 
possibly recall all of the insights, questions and depth of thinking that goes on 
during analysis, memos are among the most necessary of all procedures’ (p. 307). 
Analysis of data within this thesis made wide use of memoing, both during initial 
coding and during the latter stages of analysis where a greater degree of 
abstraction was employed. The wide use of diagrams during conceptual stages 
was also a key feature of this study. 
Just as a central concept of this study, ‘excellence’, is controversial yet intuitively 
attractive so the issue of defining quality within the qualitative research paradigm 
appears similarly hard to define. As Seale (2002) opines; ‘Quality is elusive, hard to 
specify, but we often feel we know it when we see it. In this respect, research is like an art, 
rather than a science’ (p. 102). Consequently, the ten Corbin and Strauss (2008) criteria 
have been continuously considered to assess the attributes of this research project 
through a lens of quality given the somewhat slippery concept of quality assurance 
within the qualitative research paradigm.  
4.4 Ethical considerations 
Before commencement of the study, authorised ethics approval for University of Ballarat 
was obtained. Separate institutional permission were sought and from each of the eight 
universities invited to participate. Conditional on approval being obtained, business 
school Associate Deans (Learning and Teaching) were contacted via telephone to 
facilitate participation invitations to be sent to award winning lecturers. 
Given their interest in learning and teaching the findings from this research were likely to 
be insightful for the participants. In particular, it was anticipated that the quest to identify 
similarities and differences in pedagogical approaches would be of interest for those 
taking part, so a findings summary was offered to participants at the conclusion of the 
project. No financial rewards were offered to the participants, but the summary of 
findings may have acted as a professional incentive to take part. If the findings of this 
study caused participants to reflect on their teaching practice, then it is conceivable that 
direct benefits to student learning may be possible. Due to the nature and experience of 
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the participants in this study, potential risks were extremely low, meaning that likely 
benefits outweigh potential risks for this research project. 
It was the investigators desire to ensure the agency and voice of the participants 
emerged front and centre from this research project, so as not to occlude their 
viewpoints with that of the researcher. The semi-structured nature of the instrument 
allowed participants to have some degree of licence to explore the themes that they 
wished to and, similarly, Chapter 5 (Findings) made wide use of direct quotations to allow 
the participants stories to be aired. Consequently, the researcher believes that this project 
provides a strong and accurate representation of the opinions and understandings of the 
23 participants. 
A potential adverse outcome concerned the issue of academic intellectual property. As 
the researcher examined the teaching characteristics of fellow academics, there could 
potentially have been material or concepts conveyed for which the participant required 
some reassurance as to the destination of the findings, and the way in which they might 
be used in the future. To provide this reassurance, the researcher prepared a signed 
statement for the participant regarding the potential uses of the findings. Participants 
were advised of their right to withdraw at any time and data were stored securely. 
4.5 Research design summary 
The research design proposed for this project is intended to fulfil two important criteria. 
Firstly, that the research paradigm adopted is consistent with the worldview of the 
investigator (metaphysical assumptions) and, secondly, that the type of investigation 
used is an appropriate ‘fit for purpose’ to the research question. In this way, the research 
design, strategies of inquiry and research methods themselves align to the intended 
outcome from the research question posed (Table 6). 
Table 6: Research summary 
Worldview Post-positivist paradigm (Hatch, 2002) 
Research 
Design 
Qualitative in perspective, although interviews and observations will not preclude the 
collection of low-level quantitative data  
Strategies 
of Inquiry 
Grounded theory 
• Existing theory will be a reference point for examining newly emerging theories 
• Establishment of a new theoretical model 
• Inductive approach via the sequential process of interviewing/observation 
Methods Qualitative convergent interviewing (Dick, 1998) 
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Having articulated the research design through the philosophical positioning, ontology, 
epistemology, methodology and methods of this project, the findings will now be 
considered in the following chapter. 
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Chapter 5:  Findings 
5.0 Introduction 
In this chapter, findings from this study into the characteristics of business teaching 
excellence in widened-participation university environments are presented. These 
findings represent analysis of all twenty-three in-depth interviews with business academic 
staff holding teaching awards utilising the coding schema attributed to Strauss (1987). 
The analysis within this chapter also makes use of the extensive memoing that 
accompanied each interview. 
As described in Chapter 4, Research Design, the first pass through the transcripts was 
used to generate a universe of initial themes directly from the interview transcripts. These 
themes are described in Table 7. 
Table 7: Initial universe of themes (figures indicate associated question numbers) 
A. Pathways into HE 
teaching (1) 
K. Importance of expectations (6) U. Familial enculturation (2) 
B. Curriculum versus 
pedagogy (5) 
L. Innovation in teaching (6) V. SES diversity (2) 
C. Teaching strategy 
variations (7)  
M. Importance of feedback loop 
(7) 
W. Student approach to learning 
(3) 
D. Personal attributes (4) N. Engagement (6) X. Enthusiasm (4) 
E. Educational philosophies 
(5) 
O. Student-centric approach (5) Y. Changing student motivations 
(2) 
F. Accessibility (6) P. Real world learning (7) Z. Importance of self-reflection (4) 
G. Adaptations to teaching 
(6) 
Q. Variations in cultural 
background (2) 
AA. Challenges of conflicting 
priorities (8) 
H. Teacher motivations (8) R. Diversity in academic ability (2) BB. Student-teacher rapport (3) 
I. Organisation for learning 
(7) 
S. Importance of clarity (7) CC. Rationale for learning (7) 
J. Student academic 
background (2) 
T. Deep thinking (5) DD. Responsibility for learning (3) 
 
The Axial coding (Strauss, 1987), or second phase encouraged the investigator to begin 
clustering together the universe of themes into meaningful categories due to their 
commonality.  This stage also forced early consideration of the relationship of the 
concepts to each other; What is the nature of the linkage and how do they interact? 
Which of the dimensions is a cause, and which is a consequence? Nine thematic clusters 
emerged during the second pass through the data (Table 8). 
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Table 8: Axial coding categories (Alphas indicate associated universe of themes) 
Nature of diversity (J,Q,R,U,V,Y) Pathways for excellence (A) Teaching excellence (W,BB,DD) 
Personal attributes (D,X,Z) Strategies for teaching (C,I,P,S,CC) Pedagogic adaptation (F,G,K,L,N) 
Pedagogic challenge (J,R,Q,U,V,Y) Teaching philosophies (B,E,O,T) Teaching style (F,G,K,L,N) 
 
Following the collection of all data, and the ‘sense making’ of the information via both 
thematic analysis and axial coding, the major themes of the research began to reveal 
themselves. Using the principal supervisor as a sounding board, this selective coding 
phase involved a reorganisation of the data to generate the three core categories that 
captured the essence of the phenomenon under investigation (see Table 9). These core 
categories did not reveal themselves easily; the core categories were initially not been 
well defined and were too descriptive in nature. Lowe (1996) describes a tendency for 
investigators to drift into simple description and advocates patience and a tolerance of 
any confusion during the open coding phase as, he believes, the core variables are bound 
to show themselves if the Grounded Theory tenets are adhered to.  
Upon the resolution of the core categories into just three domains (through constant 
comparison techniques), the ‘storyline that frames your account’ (Strauss and Corbin, 
1990) emerged. As Glaser (2001) reminds the qualitative investigator, Grounded Theory is 
not a full description of a substantive area of investigation but, rather, a 
conceptualisation (or latent structural pattern) which accounts for the majority of the 
variation around which the main issue is ultimately resolved. What became apparent was 
the duality of the characteristics under consideration; the traits of excellent teachers, 
themselves, and the way in which they taught. Moreover, the third theme, the widened 
participation environment, revealed itself to be a significant resolver of this phenomenon 
as it allowed the special nature of the teaching environment to be more fully 
conceptualised and understood. The organisation of this, the findings chapter, reflects 
the major themes identified from the selective coding phase. 
Table 9: Selective coding themes (Colours indicate associated axial coding categories) 
Core category 1 
The nature of a widened-
participation teaching 
environment 
Core category 2 
Traits of excellent teachers 
Core category 3 
Characteristics of excellent 
teaching 
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Siedel, Kjolseth and Seymour (1988) stress that ‘The analysis of qualitative data is a 
progressive and iterative process that generally proceeds from a concrete to a more 
analytical or theoretical level’ and this was indeed the case in the consideration of the 
data in this study. The open coding phase sought to generate concrete themes directly 
from the interview transcripts with little interpretation or conceptualisation occurring. 
However, with subsequent coding passes, theoretical constructs began to surface, until a 
model that appeared to closely approximate the key issues surrounding the 
phenomenon at hand began to develop. After many iterations, machinations and 
scholarly critique these major themes and their relationships to subservient themes 
formed the core of the emerging conceptual model fully described in Chapter 6 of this 
thesis.  
Throughout this chapter, respondents are identified via a unique participation number 
(P1, P2 etc.). In order to ‘ground’ the findings in the data itself, the chapter makes wide 
use of verbatim quotes to richly illustrate the developing themes.  
5.1 The nature of the pedagogical environment in widened-participation 
universities 
The most significant factor in a widened participation university relates to the width and 
complexity of that diversity, according to this sample of gifted educators. Unanimously, 
participants maintained that increasing heterogeneity of cohort had been occurring over 
the last decade. That is to say, the participants observed that the range of student 
profiles within these universities is vastly greater than it had been in the past. 
Questions posed to participants explored not just the size of the diversity but also the 
nature of that diversity. In the selective coding stage of data gathering, responses from 
these educators regarding diversity coalesced around seven key dimensions: academic, 
cultural, familial enculturation, socio-economic status, life stage, learning style and 
academic motivation diversity. In this regard, the context of the study must be 
remembered: the seven types of diversity identified represent cohort differences that 
relate specifically to dimensions that have a bearing on their teaching practice rather 
than a definition of diversity per se. This plethora of cohort complexity hints at something 
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of the challenges faced on a day-to-day basis by academic staff teaching within widened-
participation universities.  
5.1.1 Academic diversity 
Participants in the survey identified two strands to this dimension. The first involves the 
academic background of the student, indicating the preparedness of the student for 
academic life. The second involves the academic capacity of the student in relation to not 
only meet the strictures of assessment tasks, but also in their ability to grasp concepts 
and skills, and thus grow beyond the confines of an academic novice. 
While traditional university participation saw school leavers (with high academic 
proficiency) comprising the entire cohort, respondees in this study highlighted the array 
of pathways into higher education now available. TAFE (Technical and Further Education) 
institutions are now seen as a legitimate way to gain both access and credit into degree 
programs, and one participant (P10) commented on the academic contrast between 
competency-based VET expectations and the critical scholarship expected in higher 
education. As TAFE students can gain up to 50% of a degree through the successful 
completion of an Advanced Diploma this participant felt that this excluded the student 
from being enculturated into university standards and norms in first year courses. This 
then may require the second or third year teacher to provide extra support to those 
students who had not been exposed to the ‘basic’ skills of the university brand of 
scholarship. To support this assertion, widened-participation universities appear to enrol 
a higher proportion of students articulating from a TAFE qualification, according to this 
sample of educators. 
In terms of school leaver preparation for higher education, one participant (P7) lamented 
the absence of basic understanding of key concepts in the central disciplines of 
Mathematics and English in many first year students within inclusive universities. This 
interviewee estimated that as many as 25% of students commencing a commerce degree 
within that university had no Mathematics at HSC (Higher School Certificate) level, 
immediately making them students at risk of failing introductory courses. 
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The second aspect of diversity acknowledged by participants in regard to academic 
variance amongst the students is that of academic capacity. The sampling strategy of this 
project identified institutions as ‘widened participation’ on the basis of the range of entry 
scores acceptable for enrolment. Not surprisingly, then, participants repeatedly referred 
to the width of academic ability in students as a key issue with which they had to grapple. 
Three interviewees (P3, P7 and P19) took pains to stress that their top performing 
students were extraordinarily talented and suggested they would achieve excellence in 
any environment including elite universities. While we have no qualitative evidence of 
this being so, a significant number of the educators in this sample had taught in a range 
of universities in Australia and overseas giving some credence to this comparison of 
academic ability. One participant (P9) went further in his analysis of this dimension of 
diversity, by making a direct correlation between the academic spread of students and 
the degree of difficulty in teaching the cohort; ‘The students are coming from a diverse 
background. In a heterogeneous classroom, how can I teach them? So we should 
definitely have a homogenous classroom to actually teach very well…which we don’t 
have’ (P9).  
A subtle addition to the academic spread contention was the notion defined by one 
participant (P2) as ‘academic curiosity’.  She maintained that a significant number of 
students in widened participation universities were particularly low in this dimension, 
impacting both academic results and capacity to develop higher level thinking. 
A note of caution was sounded by one respondee (P21) who described diversity in digital 
competence as being a factor frequently overlooked by educators. Thus, it was believed 
that higher education teachers were guilty of assuming digital nativity across the cohort, 
whereas the range of backgrounds, pathways and cultures present in non-elite 
classrooms meant that, in reality, students presented with a wide range of capabilities in 
this area – digital naivety instead of digital nativity, perhaps? 
As widened participation universities generally accept students who have experienced 
lower levels of academic success a number of participants, particularly when teaching in 
the first year, felt they were forced into performing remedial activities in order to prepare 
the cohort for the level of scholarship that lay ahead. This lack of adequate academic 
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preparation manifested itself not just in terms of the knowledge base, but also with 
respect to the academic self-assurance of some students. Consequently, participants 
reported the need for significant academic reassurance to be offered in order to help 
students believe that a degree or task was not beyond their ability. It was felt by many in 
the sample that building capacity for academic resilience was a key objective in a 
widened-participation cohort. Often, this provision required individualised attention 
which increased workload or detracted from other teaching functions being performed 
for the class as a whole. The presence of growing numbers of mature age students in the 
cohort brought with it an interesting dichotomy, for these students may not have had 
any recent experience of learning, yet they were said to possess very high performance 
expectations of themselves. Not surprisingly, this potent combination of expectation and 
scholarly naivety led to disappointment and lecturer/student conflict.  
5.1.2 Cultural diversity 
The participants in this study were unanimous in their evaluation of cultural variation: 
internationalisation of the cohort is alive and well in business faculties in inclusive 
universities:  
‘When I first came in – that’s nearly ten years ago now – it was a higher proportion of 
white Caucasian kids from conventional backgrounds. That’s a lower proportion now. 
Sometimes you see white Caucasian kids (and) they are like a minority in the class. I don’t 
know whether that’s relevant to anything but there has been a shift in the level of 
diversity’ (P8) 
Furthermore, the range of cultures from whence the 
student body is drawn appears to be ever more diverse 
‘Our highest countries of student origin used to be 
United States, Germany and United Kingdom, but more 
recently India and Nepal have come in to that top five’ 
(P3). And another observation in a similar vein; ‘I’m still 
amazed that I occasionally meet a student from a 
country that I have never taught a student from before, particularly from some African 
countries and places like that; Sierra Leone and Burkina Faso’ (P10). As Leask (2015) notes 
Diversity, sandstone style 
‘My son went to a sandstone university and we 
went there for his enrolment day. It was a few 
years back and it was really noticeable; the 
homogenous nature of the university. I was 
surprised….you know, dressed in sort of khaki 
pants, shoes, blue shirt – all of them!’ 
Participant 5 
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‘Diversity in the student population is now the norm rather than the exception in 
Australian universities’ (p. 8).  
 
What emerges from the data gathered is the vast range of cultures present within 
Australian widened-participation universities, and the cultural backgrounds may be as far 
away from the Anglo Saxon first-world traditional student profile as is possible; ‘I taught 
a course this semester, for example, with 11 different nationalities out of 25 students’ 
(P8). 
One interviewee proffered evidence that cultural diversity may be more pronounced in 
business faculties ‘The university is one in ten (international students) but the School of 
Business is one in three’ (P6). 
One way in which this ‘uber’ (appropriately lifted from the German preposition!) cultural 
diversity is expressed is via linguistic variations, according to a number of interviewees. 
They opine that this issue gives rise to a plethora of pedagogic challenges including 
comprehension difficulties during transmission, poor written English expression in 
assessed work and incompatibility during group tasks. One interviewee stressed the need 
to go beyond a cursory acknowledgement of cultural differences by attempting to 
understand the national learning cultures and expectations that underpin behaviour 
within an academic environment ‘If I am dealing with students from an Asian background 
particularly, they seem to be more focussed on rote learning and struggle with an open-
ended assignment. So, you need to spend a little more time on guidelines with them’ 
(P11). 
5.1.3 Diversity in familial university enculturation 
Unlike elite universities, widened-participation institutions are characterised by a frequent 
lack of university attendance within the family from which the student originates. This 
‘first-in-family’ (or ‘first generation’) status amongst many members of the cohort makes 
transition to university more difficult, according to a number of respondees (P17, P21). 
This appears to impact satisfactory academic progress due to unfamiliarity with the 
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conventions and expectations of the university environment, and may be a contributing 
factor in student retention problems. 
Furthermore, in discussing the lack of parental and family support for a higher education 
pathway, one participant (P17) believed that, in some case, university attendance was 
actively discouraged by the family if the value of education was not appreciated. They 
speculated that this had the potential to derail attempts by first-in-family students to 
complete a degree successfully. 
As with academic and educational diversity, it appears to be the range of university 
enculturalisation amongst the cohort that leads to difficulties in student transition 
(requiring both academic and support service intervention) and variations in learning 
rates. Again, heterogeneity of cohort brings with it significant pedagogic challenges. 
Right across the year levels, these educators maintained that some students struggled 
repeatedly with one of the central tenets of university study; that of thinking conceptually 
and adopting a deep approach to business analysis and problem solving. Thus, 
‘theoretical reticence’ proved to be a characteristic amongst students who had not been 
challenged in a scholarly way during their journey into higher education. As participant 
twenty opines ‘I’m still a little baffled why application of frameworks is so hard for 
students; they consistently do find it hard and they don’t appear to have ever done it’. In 
a similar way, lecturers were confronted with a tension around academic guidance. On 
one hand, self-directed learning was defined as a hallmark of university study, yet leaving 
students to their own devices without adequate scaffolding resulted in disorientation and 
insecurity in regard to academic requirements. A number of respondees (P4, P19) 
reported an ethical dilemma in fostering higher-level skills such as these if less proficient 
students were left behind as a consequence. 
A further academic issue appears to be the text heavy nature of many courses and for 
traditional university learning as a whole. Particularly for students with English as a 
second language, this may lead to comprehension problems or, in other students, simply 
an unwillingness to engage in the textual material provided as this is not the way in 
which they are prepared to receive communication messages. While the academics in this 
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sample appear to be highly attuned to this issue, they baulk at the prospect of delivering 
a course with no reading materials (P12). 
5.1.4 Socioeconomic status diversity 
According to the educators surveyed, there appears to be a clear correlation between 
inclusive universities and high variations in SES (Socioeconomic Status). Besides wide 
variation, there appears to be a growing trend towards a greater proportion of low 
socioeconomic status students (LSES), according to one respondee (P1). This claim is 
supported by governmental targets and policy, as outlined in the Federal Government 
document ‘Transforming Australia’s Higher Education System’ (DEEWR, 2009). The 
growing numbers of LSES students expresses itself in a number of ways in terms of 
student learning according to this sample. 
Firstly, the assumed procurement by students of important supporting materials and 
devices may not have occurred. A number of participants (P7, P9) bemoaned the failure 
of some students to purchase the prescribed text book, with one suggesting that this was 
an indication that the student was likely to be underprepared. Likewise, some students 
did not readily seem to have access to a laptop or tablet (and associated software), 
creating a disparity between the ‘haves’ and ‘have nots’. One member of the sample 
(P21) mentioned the recent receipt of a hand-written business report, a sad but salient 
commentary on both socioeconomic disadvantage and an unawareness of university 
expectations in some members of the student cohort in this environment. 
Secondly, the ability of students to fund themselves through university led to challenges 
in the area of academic focus. One participant (P20) highlighted the key differences 
between high and low SES students, by suggesting the necessity to work was a 
distinguishing factor. He suggested that elite universities generally attracted students 
from more affluent families, meaning the student had the privilege of choosing to work if 
he/she desired. Despite government intervention to ‘even the playing field’ this student 
status contrasts sharply with the necessity to work as a way to fund progress through 
university for some students of less affluent families: 
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‘He’s from Barcelona!’ - Diversity challenges 
resonance 
Much to my chagrin, the ‘Fawlty Towers’ clips that 
I employed metaphorically with some success a 
decade ago in my teaching practice have been 
consigned to the pedagogic scrap heap, as their 
currency relies on a shared cultural and age-
specific background of humour.  
Bugger.  
Thankfully, the replacements, ‘Finding Nemo’ and 
‘Shrek’, appear to transcend culture, age and life 
experience more successfully…for the time being, 
at any rate…  
…students from the North side can access it and, I’m exaggerating slightly here to make a 
point, but they might drive dad’s BMW and have a paid-for parking sticker. Then you get 
students are living in a flat, trying to pay rent, you know, because they had an abusive dad 
at home. So there’s quite a bit of variance in the sort of circumstances (P20). 
5.1.5 Life-stage diversity 
Alongside a vast gulf in socioeconomic status between students, participants of this 
study described the complexity of life situation in many students. Again, this had the 
effect of compromising academic focus according to this sample of excellent educators; 
university is not the only priority in the life of these students, and may not even be the 
main priority. ‘So, we are just part of their package’ as participant four noted. Participant 
five stresses the trend towards complexity within the lives of students attending 
university in a massified environment:  
In a region such as this, with the large population of mature age students, and even the 
younger students, that we have got a lot of students that are working part-time, in some 
cases almost full-time, then as well as those that have families that have three and four 
kids….I tip my hat to them. I think ‘I don’t know how you do it when you’ve got uni, you’ve 
got a job, you’ve got a family to worry about’. When I went to uni I lived at home with 
Mum and Dad, had a part-time job, and that was it (P5). 
One participant (P17) suggested that this complexity of competing priorities was a direct 
consequence of the trend to lifelong learning. He saw working pressures, family 
pressures and often a less settled family situation as creating massive disruption to 
academic concentration which, in turn, led to lower retention rates at inclusive 
universities sometimes despite the underlying academic proficiency of the student.  
Besides compromising the academic focus of the student, the range of differing life 
experiences also offers up challenges for the teacher 
from a pedagogic perspective. Participant P3 found 
that both a broad age range together with the complex 
combination of lived student experiences within the 
classroom creates difficulties in achieving engagement 
across the cohort. Their contention is that it is difficult 
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to achieve resonance with all members of the cohort simultaneously which, in turn, may 
challenge a teacher’s ability to engage due to a lack of common life stage and culture. 
5.1.6 Diversity of preferred learning style 
While it should not come as a surprise that these awarded teachers possess sophisticated 
understandings regarding the ways in which students learn, five of the participants 
referred specifically to learning styles as a key factor in cohort diversity; ‘Different 
students learn in different ways’ (P4). As participant 6 explains: ‘Look, I think we’ve got to 
recognise that students have different ways of learning, as well. So that’s the first thing; 
some are visual learners, some will read the text book, although I must admit it seems to 
be working more towards the visual learning.’ 
A particularly interesting finding is that this member of the sample (P6) maintained that 
learning styles appeared to be changing within this cohort: 
Interviewer:  ‘So you believe learning styles are changing over time?’ 
P6: ‘Yes. That’s right. Yeah. Certainly in the years I’ve been at university, which is now 14 or 
15 years part-time and then full-time, things have changed a lot, and I feel as lecturers we 
need to adapt to that’  
Should this somewhat controversial observation have some substance, undoubtedly it 
would have significant implications for teaching practice within the university 
environment. 
5.1.7 Diversity in academic motivations 
A number of study participants (P4, P11, P12) point to a wide range of student 
motivations across the cohort in which they teach as a significant source of diversity. 
They refer to both the initial motivation for enrolment and also the drivers of student 
impetus during the time at spent at university. 
Participant three suggested that a number of the poorer performing students may be 
victims of the lack of rationale behind their enrolment in higher education. Applying to 
school leavers in particular, this lecturer believed that they may not exhibit a particularly 
strong desire for a vocational goal, nor can it be assumed that a university degree is 
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yearned for. This participant proposes that some students are at university due to a lack 
of any other options. The may have been unsuccessful in gaining employment and see 
higher education as a way of simply biding time until a more desirable opportunity 
presents itself. This is in sharp contrast to the student referred to by participant ten as 
having ‘career switching/career building’ motivations for enrolment. Highly aspirational 
and strongly vocational, this student acknowledges the ‘transformational power of 
education’ (P10). This type of student tends to be challenging and demanding of the 
teachers within the program, and demands a parsimonious approach to content covered. 
A secondary aspect of motivational diversity appears to be that of academic 
expectations. Two members of the sample commented on the wide ranging attitudes in a 
massified cohort in terms of academic performance. According to participant twelve, a 
good proportion of students are satisfied with a pass mark at the end of the semester, 
and this modest expectation coloured the motivation, enthusiasm and effort exhibited. 
Others, however, set high standards for themselves and may challenge lecturers should 
they dare to award them anything less than a High Distinction (P12). According to one 
interviewee this led to potential conflict in group assessment tasks, and made setting the 
pace of lectures and tutorials challenging. According to participant nineteen ‘That is very 
difficult. I cannot motivate all of them. That’s why, after three or four weeks, the drop-out 
rate is very high in my subject’ (P12). 
While the findings of this study strongly confirm both the wide student motivation levels 
and a plethora of differing expectations within widened-participation environments, one 
factor regarding motivation for attendance appeared to be universal. Rarely did these 
students appear to crave knowledge for its own sake; nor was the attainment of a degree 
the main goal. Instead, these students were primarily motivated by the desire to attain a 
position in a given field, progress their career to a higher level or make a career switch on 
the back of a successfully completed qualification. A number of participants commented 
on the overwhelming desire of these students to gain knowledge that would be of direct 
benefit to them vocationally. Thus, according to all participants, students were largely 
persuaded to engage by learning that was authentic and which could be readily applied 
to the real world of business and commerce.  
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While initially dumfounded by student feedback that asserted ‘It’s about time you 
realised that people aren’t at university to learn!’, participant three realised that the 
student motivations on which he had based his entire teaching career may have been 
flawed when applied to some members of the new wave of students in his classroom. 
This participant was alluding to the rise of credentialism as the key motivator in attending 
a tertiary institute – the sentiment of needing a degree for career purposes but wanting 
to expend as little effort as possible in achieving that outcome. Consequently, these 
educators find the range of expectations, focus and enthusiasm across the cohort 
somewhat challenging pedagogically, with student disinterest frequently encountered. 
Furthermore, democratised higher education appears to deliver students into the 
university system with a range of competing commitments such as work, family 
obligations and social activities according to these interviewees. Perhaps as a 
consequence, absenteeism, requests for special consideration, assessment extensions 
and plagiarism are said to be at unprecedented levels thus diverting academics away 
from core teaching activities into non-desirable compliance tasks. 
5.2 Teachers 
As described in the introduction to this chapter, multiple passes through the data, 
together with considerations regarding appropriate core themes and subservient themes, 
led to the emergence of three core categories; the nature of diversity, the traits of 
excellent teachers and the characteristics of excellent teaching. This section reports 
findings regarding the three main subthemes within the category of excellent teachers; 
the educator pathways that seemed to encourage excellence, the traits of those teachers, 
themselves and the motivations that underpinned the quest for exemplary practice. 
5.2.1 Positive baggage - Pathways into higher education teaching 
This group of educators displayed a wide range of pathways into current lecturing roles. 
Despite this, a number of strong themes emerged regarding significant areas of career 
pathway commonality amongst these award-winning educators. 
Without exception, not one of these educators followed a ‘traditional’ academic pathway 
via their own post-secondary school tertiary studies followed by a seamless transition 
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into a teaching role, all within the university environment. Instead, they all spent 
significant and career-defining time periods in either commercial, not-for-profit or 
governmental institutions. Participant three reflects on her own experience of university 
learning to rationalise this sentiment: ‘And, if I look back at the teachers that motivated 
me as an undergraduate, it wasn’t the straight academics who had never had an ounce of 
real world experience. It was the one that made the (business) world come to life’.  
The type of employment participants chose prior to joining academic ranks is interesting. 
Predominantly, the roles held prior to university were either in social service positions, or 
in the ‘caring’ professions such as nursing or psychology. Regardless of the positions 
held, participants were drawn to educational functions within their role and two 
interviewees (P7, P20) reported actively ‘building in’ components of education into their 
previous non-academic roles, in order to make their work more personally fulfilling.  
So I started running some workshops on Saturday morning….and I had so much 
satisfaction out of that that I thought ‘my goodness’, did I pick the wrong trade because I 
hadn’t even thought about it but now I was enjoying the teaching part. So I’d labour 
through the week looking forward to the next Saturday workshop (P7).  
Either way, facilitation of knowledge and the communication of understanding to 
individuals or groups was a dominant feature of the backgrounds of all participants 
surveyed. Many participants passionately expressed a sense of inevitability regarding 
their transition into a teaching-dominant role. Comments such as ‘I ended up doing what 
I always wanted to do – teach’ (P2) and ‘Then an opportunity came up to get more 
involved in the teaching side and that was going really well and I found a lot of 
enjoyment in it and so, here I am!’ (P5). Consequently, there was a strong feeling from 
the participants in this project that they had ‘come home’ to teaching; a sense that this 
profession is not just a step on their pathway to something else; this is the something 
else, ‘…to the point where I can’t possibly conceive retirement. Just winding down, you 
know. I could never not teach – it would be like cutting my arms off’ (P7). 
A number of the respondees in this sample of excellent educators (P10, P3) declared 
themselves to be ‘natural teachers’. As their initial forays into teaching often predated 
any sort of formal training in pedagogy, they tended to ‘make it up as I went along’ (P 8). 
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Having then formally developed greater understanding of teaching and learning through 
post-graduate studies, many of their original strategies appeared to be legitimised and 
endorsed by the scholarship underpinning contemporary pedagogy – they realised that 
they were exhibiting sound techniques anyway, and the teaching courses merely 
provided academic confirmation that they were on the right track.  
A further significant aspect of the pathway into university teaching for the project 
participants was their personal lived experience of lifelong learning. Most of the 
interviewees have demonstrated an individual dedication to the value of education 
shown through repeated enrolments in higher education qualifications, often 
commencing during the middle stages of their lives. For example, participant five 
commenced a Doctorate in Education later on in his career ‘because some of the things I 
used to do intuitively, and now I wanted some sort of theoretical framework’.  Via 
education, many participants alluded to the reinvention of themselves at some stage in 
their life path and this belief in the transformative power of the educational process 
appeared to give meaning to their teaching role. Participant 12 reflects on her second 
degree, and the part it played in her career and educational identity: ‘I absolutely just 
wanted to do well because I had started to gather momentum and didn’t want to stop 
now….so I rocked up and did all the preparation course you could go on… learn how to 
reference, learn how to write…and I threw myself into my studies and fast-tracked my 
(2nd) degree to do it in two and a half years’. 
In a more organisational-specific sense, also noticeable was an affinity to groups or 
individuals struggling to maintain equity in society in the background of many of the 
participants surveyed. This may have been in the area of indigenous inequity, education 
for women in remote male-dominated communities or youth mental health promotion 
but represents a theme of concern for equity amongst disadvantaged groups. The 
common thread appeared to be a resonance with the ideal of equal access to societal 
benefits for groups or individuals that have previously been denied membership. On the 
topic of resonance, a number of the participants believe themselves to be members of a 
widened-participation agenda in education, so see clear parallels in the challenges for 
non-elite students and their own struggles to succeed (e.g. P10). On some level, their 
experiences seem to mirror that of their students, thus engendering empathy. 
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Interestingly, a number of the interviewees possessed interdisciplinary teaching abilities 
and experience, believing that pedagogical competence was the dominant skill required. 
For example, participant thirteen declared herself ‘willing to teach anything in social 
sciences’. Deep expertise in a particular field or subject was not a prerequisite for 
teaching excellence, according to participant eleven. This interviewee was not suggesting 
that knowledge within a field was irrelevant, just that teaching aptitudes transcend, and 
are not defined by, subject proficiency. 
Regarding the canvas on which they chose to paint their teaching prowess, one 
interviewee articulated his view that only pedagogy in higher education allowed the 
fusion of the desire to teach with the intellectual challenge of academia. As participant 
nineteen explains;  
In the honours degree, I started to do some tutoring and, again, I had that same seductive 
experience only this time at a much higher intellectual level. I guess I could have done my 
teaching elsewhere, I did try my hand at teaching at TAFE and then teaching business 
studies after my honours degree but it was the university experience, lifestyle…there is 
something special about this place. 
Two participants believed that their decision to focus on teaching within the university 
environment had hampered their prospects of promotion: ‘I did my doctorate in 
education which, in some respects, has been a handicap in my career. In marketing they 
tend to want PhD’s in marketing, rather than doctorates or PhDs in higher education’ 
(P8). Indeed, one participant gave an example of not securing an interview for a position 
as his application was considered ‘ineligible’ as his PhD was only in education rather than 
the, obviously (!), more desirable PhD in a business discipline, despite a varied and rich 
commercial career spanning over a decade. Subsequently, this teacher was the recipient 
of a National teaching award and, consequently, represented a missed opportunity for 
the recruiting university to employ a remarkable educator. 
5.2.2 Traits of excellence 
In considering this data set as a whole, a number of common characteristics or 
educational philosophies can be identified from these interviews. 
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Egalitarianism: ‘Our mission is to reach out to those families who largely haven’t had any 
background in university education’ (P16) 
Across the board, these teachers embrace the doctrine of the democratisation of higher 
education. That is, they appear to believe philosophically in the societal value of 
educational equity, and the accompanying tenets regarding the accessibility of a 
university education to all members of the community. Consequently, these educators 
display agreement with the standpoint of Bourdieu in relation to the (inequitable) elitism 
inherent in traditional university student selection mechanisms. Not surprisingly, 
responses to interview questions within this research study detected a satisfaction and 
alignment with the mission and goals of the university of which these educators were a 
part. Thus, there was little hint of dissonance between the organisation and these staff 
members on the topic of widened participation.  
The thorny question of the maintenance of standards versus academic support was an 
issue that occupied the minds of some of these awarded educators. Distancing himself 
from the elitist stance of ‘educational standards at all costs, and if they don’t swim then 
they are clearly not university material’ participant 17 aimed to meet the aspirations of 
his students via a contrary view: ‘Yes, I have my standards, but I’m willing to do 
everything in my power to assist the students to achieve their educational goals’. To 
quote one of the participants (P3) reiterating the words of Tim Costello, the CEO of 
World Vision, ‘”we can’t do all things but what we can do we must do”.  So that’s sort of a 
philosophy I try to follow’. 
These educators demonstrate a sound philosophical ‘fit’ with the widened-participation 
university in which they are employed, and it would appear that this coherence is a key 
factor in their contentment in the teaching role they fulfil. 
These educators also report that the student body in a widened-participation university 
environment are particularly sensitive to issues surrounding fairness and equity. 
Participant eight suggests that this may be because members of this group, due to their 
diversity, may have previously encountered prejudice or discrimination. Consequently, 
perceptions of transparency and even-handedness when dealing with the myriad of 
student matters that occur are of paramount importance to the cohort in question. 
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According to this participant, students within a diverse cohort need to feel that they are 
being given every chance of success if ‘excuses’ for dropping out or non-attendance are 
to be avoided. 
Reflexivity: ‘If they haven’t succeeded, I have failed’ (P12) 
In essence, these teachers care a great deal about the quality of their teaching craft and 
display a sophisticated ability and willingness to diagnose low-performance issues 
pertaining to learning outcomes.  
Not only do they possess an ability to detect areas in which they are not satisfied, but 
they also demonstrate the professional discretion required for reflexivity; the considered 
response of an individual to guide future actions.  
Yeah. It's coming from my own dissatisfaction. If I was satisfied, then I won't do that. 
Because I'm dissatisfied that I cannot teach them, and that actually is frustrating me, then 
I'm trying to explore different things. So the dissatisfaction makes me refine all these 
things. I'm refining myself. I'm trying to be a better person by doing that thing. That is the 
most important (thing). That's my energy. Because once I'm satisfied, I cannot go far. I'm 
always trying to think, how can I teach them better? How can I actually engage them? 
(P12). 
Thus, these teachers are sufficiently attuned to the learning needs of the cohort to be 
both willing and able to critically analyse their performance and make adjustments to 
facilitate a better outcome for the next iteration. Participant five terms this the ‘constant 
search for excellence’. Aligned to this notion is the 
ever-present dissatisfaction reported by two of these 
respondees in their teaching performance (P5, P13). 
Consequently, the drive to improve their craft 
appeared to be wrought out of feelings that their efforts were never quite good enough. 
Put another way, excellent teachers displayed an unwillingness to undertake the 
behaviour that Clegg (2007) terms satisficing (or ‘good enough’) in their teaching 
practice. While highly subjective, the observation following this set of interviews was that 
there was a degree of correlation between teaching excellence and dissatisfaction with 
performance. 
Teaching & Learning 
To teach is to learn twice. 
Joseph Joubert 
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Willingness to experiment 
Aligned to the issue of quest for teaching perfection seems to be the inclination of these 
gifted educators to experiment with teaching craft; their state-of-mind in regard to this 
characteristic could be termed ‘pedagogically daring’. Many of the lecturers in this 
sample labelled themselves as educational risk-takers summarised by the thoughts of 
participant five: ‘I’ve taken risks to be innovative, and I’m glad I have’. In a number of 
instances, it would appear that this innovative approach to pedagogy was met with 
warnings from academic colleagues regarding the perils of experimentation. One 
respondee provides evidence of this discouragement of teaching innovation when he 
recounts the attitude of his colleagues prior to an overseas teaching obligation:  
I said “we are going to do some other stuff up there” and he goes “Oh, be careful of that 
stuff because they have a certain learning style; they’re used to a didactic teacher who’s 
going to impart the knowledge”. Well, we went up there and did stuff, we took risks…we 
challenged that and got the highest ratings of any team on the program (P14). 
Participant twelve agrees that organisational mores tend to maintain the pedagogic 
status quo and believes that ‘institutional capital’ must be present to encourage a 
willingness to experiment. 
Enthusiasm and passion 
Interestingly, this characteristic appeared to be multi-faceted, according to this sample. 
Time and time again, these educators reiterated that a duality of passion created the best 
environment for teaching excellence. That is, a passion for a subject area was not 
enough; it is the combination of a passion for the discipline topic together with an 
enthusiasm for learning and teaching per se that provided the recipe for superior 
teaching practice. Moreover, a number of participants went further by suggesting that a 
love of the subject matter was subservient to a desire 
to enable learning in students, citing evidence that the 
best teachers were capable of teaching across subjects 
with equal success. This was eloquently articulated by 
participant 13: ‘You know, it’s not that I don’t enjoy my 
accounting, but it’s my teaching that I love – it 
Engagement 
Anyone who tries to make a distinction between 
education and entertainment doesn’t know a 
thing about either 
Marshall McLuhan 
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probably doesn’t matter what the canvas is, it’s about the painting’. The implication here 
is that it is general pedagogic craft and an enthusiasm to achieve quality student learning 
outcomes that confers excellence rather than a singular enthusiasm for ones subject. One 
participant (P10) alluded to the fact that very few university academics in business had 
any formal training in teaching, so it is hardly surprising that teaching performance is 
patchy across the higher education landscape: 
Personally, I believe there is a skill there – I was fortunate, I went through a micro-skills 
development for teachers and it was about learning the basics of questioning, explanation 
and all of that. I mean, this is really basic stuff that some academics don’t like thinking 
about (P10).  
A number of respondees also believed that teaching excellence was encouraged by 
scholarship in and around the learning and teaching field. At least three of the 
participants have published scholarly articles in the field of learning and teaching. 
Furthermore, participant ten suggested that a greater interest and understanding of the 
scholarly foundations underpinning adult learning would enhance teaching effectiveness 
in the sector while generating both a desire and the requisite skills to pursue teaching 
excellent. 
Emerging from this data, then, are commonalities around these awarded teachers in both 
the pathways they have taken into higher education teaching and the traits that these 
teachers portray. 
5.2.3 Motivations in the quest for excellence 
Upon reading the interview transcripts from all of these gifted educators, what became 
immediately apparent is the remarkable effort that is expended in striving for teaching 
excellence. So what are the factors that drive this determination to excel? 
As previously observed, excellence is a  normative concept which implies that many 
teachers fall well below this standard in order for excellence to be identified in groups 
such as the one under consideration in this study. Taking a lead from Evans (2000), the 
overall objective in tertiary education must be to raise teaching performance across-the-
board, rather than lauding the few that achieve a particularly high standard of teaching. 
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Under this premise, one of the interview questions posed to this sample sought to better 
understand the drivers behind the behaviour via the interrogative query: ‘What are your 
motives in the quest for excellence in business teaching’? It was hoped that the response 
to this thought-provoking question may offer up a basis for identification of current or 
future excellent educators – in short, clues to the discernment of potential teaching stars. 
The responses were particularly insightful and strike at the heart of human endeavour in 
any field.  
Perhaps the most important driver to teaching performance appears to be personal 
dissatisfaction. According to participant five: ‘(I am) never satisfied (with my 
performance). It’s a burden and I’m just wired that way, I can’t shake it. So I’d rather just 
celebrate it and do it than fight it’.  
Aligned to the notion of dissatisfaction was the motivator of unwillingness to ‘settle’. This 
sentiment was conveyed powerfully and poignantly by participant five: 
Less than excellent is not an option. So it’s just not something that I want to settle on. You 
know, you die when you settle, and I don’t want to settle on good or even very good. I’m 
not saying I am excellent, it’s what I’m heading towards. So I don’t believe in perfection, 
that’s a myth. So it’s progress, not perfection. It’s excellence not perfection, but it’s 
excellence not good (P5). 
Interestingly, this aspiration amongst the participants for perfection, despite knowing 
that it can never be fully captured neatly mimics the ontological perspective that informs 
this study. To quote Chapter 1 of this thesis: ‘Ontologically, the implication here is that 
educators are able to make progress towards a better understanding of effective 
teaching, even though the ‘Holy Grail’ of excellence can never be fully apprehended’. 
In talking about the motivation to strive for excellence, participant five also invoked the 
notion of purposeful work.  
It was made known to me right back when I was first sharing my craft and others were 
very appreciative and satisfied with the results. And that gave me the self-actualisation 
level that Maslow talks about. So, for me, it’s beyond self-esteem, it’s beyond confidence, 
it’s like meaning. It gives meaning to what I do. It more than gets me out of bed in the 
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morning, it’s the fuel that drives me because I really like seeing progression, 
transformation, improvement and attainment (P5). 
Furthermore, these educators acknowledge the challenge of the task they have set 
themselves in terms of striving for excellence in an environment where diversity in all 
shapes and sizes adds enormously to the degree of difficulty (no pun intended…) likely to 
be encountered. In fact, a number of participants cite the complexity of the teaching 
environment as a significant motivator to their teaching ambitions; they see their 
pedagogy as being tested in the most demanding of circumstances, but take enormous 
satisfaction from fostering effective learning in this setting. 
So an amazing diverse range of students and learning styles, goals and expectations, and 
meeting all those needs in a dynamic, busy noisy, technology-rich setting sometimes does 
your head in but I wouldn’t want it any other way (P5). 
Alongside this thread of internal motivation is an omnipresent desire amongst this group 
to provide the students with an effective, inspiring and authentic learning experience 
which is constantly updated to remain relevant. According to participant eight: ‘I always 
like to reinvent and change things, mix things up a bit to keep it fresh and relevant and 
interesting for the students…I think you are responsible for this as a teacher’. The sense 
of deep obligation to the student experience was reiterated by every interviewee in the 
study: ‘I’ve tried to give the best value for money that I can’ participant seven disclosed, 
adopting a commercial metaphor that sits uncomfortably with participant four’s outright 
rejection of the ‘student as client’ construct. Participant twenty affirmed her personal 
commitment to the student experience when she said ‘I want to ensure that I can put my 
hand on my heart and say “I’ve done the best I can to give my students the best 
opportunity I can”’. This statement is worthy of dissection as, again, it demonstrates the 
commitment of excellent educators to provide a springboard for the aspirations of the 
student.  Some see this obligation in terms of meeting the expectations of the students 
as participant fourteen explains: ‘I view that the students, quite rightly, have valid 
expectations of what they expect from the people who teach them – their lecturers and 
their tutors’.  
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This student-centric dedication appears to go hand-in-hand with the altruistic traits 
displayed by these educators. When questioned on her willingness to go the extra 
distance for her students, participant eleven elucidated the duality of her motivation:  
You know, I do it for my own satisfaction and I do it because, in my heart, I’m very 
humanitarian. And I’m also a giver. So I do it for my own personal satisfaction, yes, and 
that makes me feel good and sleep well at night. But I also do it to feel as though I am 
contributing; giving back (P11). 
And while a strong altruistic bent is a typical trait of these outstanding educators, there is 
considerable evidence that these professionals are not immune to the motivation of 
praise and acknowledgement of their teaching prowess, even if modesty prevents them 
from citing is as a key motivating factor: ‘so I haven’t been completely detached from 
wanting students to enjoy the experience and give me good feedback’ (p19). Similarly, 
participant two talks about satisfaction in the following way:  
When they do well, they love me. They’re actually waiting for me, they think I’m doing a 
good job, they treat me like a guru. So that motivates me further. So it’s like a feedback 
effort. I’m feeding, going and feeding, and again going, like this. It’s a loop…it’s very 
satisfying. It’s given me, actually, enormous pleasure (P2). 
While it would seem something of a statement of the obvious, the enjoyment that all of 
these participants acquire from education was frequently given as a major factor in 
ongoing motivation, as can be seen from the quotation above. It is interesting to note, 
however, that the responses most commonly referred to a love of teaching rather than a 
love for the discipline area in which they are involved. For example, participant six 
provides the following frank assessment of her motivation  
There are lots of parts of this job that I hate in being an academic. But the thing that 
keeps me coming to work every day, even if I won lotto, is that I really enjoy it...I really 
love teaching…I love getting in front of them and just having fun. And just passing on the 
message and seeing them get enthused about it (P6). 
Likewise, the acknowledgement of the part that the educator has played in the academic 
journey of students is something in which this sample takes enormous pride: ‘I love it 
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when they come along and all shake hands at the end. That’s always a really positive sign. 
Even some that are fails, or failed an assignment but still get through, they will still shake 
hands and say “thank you”’ (P10).  Participant twelve agrees: ‘I love going to graduations. 
I love just seeing those students that you’ve taught just walk across the stage in front of 
their families’. The sense of pride in the successes of others mentioned by a number of 
participants highlights an emotion that could be called ‘vicarious satisfaction’. It would 
appear that this response is a particularly strong motivator for this group.  Participant 
eight articulates this sentiment:  
They are my babies, they’re a reflection of me…I’ve contributed in some small way. I mean, 
they have done all the work but I’ve had a part in it. And then when you see them going 
on and be Telstra businesswoman of the year, it makes you feel proud (P8). 
Participant fourteen expresses her motivations in a slightly different way: ‘I want to create 
empowerment and self-advocacy and agency in my students. They feel that they can go 
out there, and that they are comfortable and competent with the knowledge that they 
have got’. Again, this quote reiterates the sense that lecturers get immense satisfaction 
from knowing that they have been agents of positive personal and vocational change in 
their students. 
The elusive nature of excellence in teaching appeared to be a spur to these interviewees 
to continually modify and amend their practice to better meet student learning 
outcomes. In the words of participant three: ‘It (the motivation) is an internal vitality that 
wants to help people achieve their goals whatever it takes and I don’t know that I can 
describe that in another way other than I was wired that way’. Participant six agrees by 
linking student failure directly with teacher performance: ‘I don’t take any pleasure in 
seeing them fail…so the next time I do this, I can improve – if they don’t succeed, I have 
failed’. 
5.3 Teaching 
In the previous section, the way in which these gifted educators defined teaching 
excellence was described. Now, key strategies in the way in which these teachers 
specifically go about their craft are reported. What are the key techniques and tactics that 
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have been utilised to create an engaging and effective learning environment in an 
inclusive university? 
For the most part, these strategies are not new, and their genesis can be found in 
educational research from around the globe, some dating back many decades. What is 
fascinating, however, is the selection of techniques made by these experienced educators.  
In essence, the strategies captured here have been road-tested in the challenging world 
of widened-participation teaching – and found to be worthy of building into the 
educator’s repertoire. Consequently, this group of strategies can be seen as those 
privileged by outstanding educators due to their suitability for highly diverse cohorts. 
Together, they offer a smorgasbord of pedagogic techniques which demonstrate 
particular resonance in inclusive university environments and, for this reason, deserve 
reconsideration and acknowledgement. 
5.3.1 Key strategies for teaching excellence in widened-participation environments 
The value of constructive feedback 
Contributing to the building of rapport between student and teacher is the vital 
ingredient of feedback to assessment tasks, according to every member of the sample. 
According to one participant (P17) the act of providing specific, detailed feedback is a 
key strategy in acknowledgement of the student as an individual, and communicates to 
the student that their work is worthy of consideration and is also a recognition of the 
effort expended in producing the task output. This, in turn, establishes teacher interest in 
the student’s progress and offers a conduit which can facilitate a burgeoning 
lecturer/student dialogue: ‘He was struggling but he felt, and to me this is crucial, that I 
was on his side in trying to get him through’ (P11).  Various interviewees stress that the 
feedback must be timely, constructively critical, specific and equitable while providing 
clear guidance for improvement in areas which require work. One respondee (P3) 
commented that students valued in-situ feedback written on the assessment task itself as 
this located the area requiring attention specifically.  Participant nine believed that 
students were highly attuned to lazy (‘tick and flick’) feedback and, this had a subtle, yet 
deleterious, effect on the all-important student/teacher relationship. Consequently, 
participants in this study highlighted the need to pair feedback with a willingness to 
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discuss that feedback: ‘Now, that doesn’t mean I am a soft touch, but they do respond to 
individualised attention if you are prepared to give it’ (P4). 
One interviewee (P13) brought the issue of response time of the feedback into his 
commentary. He maintained that the proximity of the feedback to the assessment 
submission in question was important in allowing the student to reflect and act on the 
assessor’s response. Quite simply, the quicker the feedback the more likely a student will 
be able to incorporate it into future assessment tasks or classroom learning. Quick 
feedback response also has more ‘resonance’ according to participant thirteen in that the 
student can recall the production of the assessment task quite clearly, and apply the 
comments with the task still ‘top of mind’. Furthermore, timely feedback is a subtle signal 
to the student of the importance of the work to the lecturer, thus solidifying the student-
teacher bond. Consequently, the assessor is betwixt the horns of a dilemma; on one hand 
rigorous, detailed feedback appears highly desirable from a student perspective but so 
does rapid feedback close to submission of the task! 
Pace of delivery: Allow enough time to teach, and enough time to learn 
One persistent barrier in the quest for strong learning outcomes at a widened-
participation university was the tyranny of too much content, according to two 
participants (P7 & P10). Citing ‘death by PowerPoint’ the proliferation of too many slides 
in a lecture with too many points on each slide led to students feeling overwhelmed by 
the tsunami of knowledge that must be acquired. Participant two felt this issue was 
particularly accentuated when teaching to students from varied cultural backgrounds: 
‘We’ve got a diversity of people, people whose first language is not English so you need 
to try to not cover too much’. Respondent seven suggested that preferred learning styles, 
too, may be linked to difficulty in comprehension under a barrage of content. He 
suggested that verbal-linguistic intelligence may be underrepresented in the widened-
participation cohort: ‘They (the students) say to me “This is the first time we have 
experienced a sense that you know exactly where we are at”….and that’s because I allow 
myself enough time as a teacher’ (P7). In a similar vein, another participant (P2) noted 
that this avalanche of ‘must-know’ points often failed to establish a hierarchy of 
understanding – in other words students were unable to sort out the key concepts from 
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the subservient themes, leading to confusion and a sense of hopelessness. As participant 
six bluntly opined ‘teach less content and your teaching will improve’. 
Variation of state 
A particularly dominant theme amongst this group of educators was their belief in 
student engagement as educational fertiliser. A number of respondees went as far as 
labelling engagement a prerequisite for effective learning. They stressed that, due to the 
extreme diversity of student cohort (including learning style, cultural background and 
motivation-to-learn diversity) generating intellectual curiosity was a top priority for them. 
To paraphrase participant one; ‘hard to ignore, if you don’t bore!’ Providing a variety of 
learning experiences was frequently noted as a key technique in influencing engagement. 
Furthermore, a frequent change of ‘state’ meant there would be something there for 
everyone, regardless of preferred learning style. ‘I try to provide very varied activities; 
videos, limited PowerPoints, peer discussion, case study, TED talks…the list goes on’ 
according to participant four.  
Based on the response to a number of the interview questions posed, technology, itself, 
provides many of the opportunities to provide variety to instil curiosity and breed 
engagement. One lecturer (P3) encouraged the use of mobile devices linked to university 
sanctioned software (Go Soapbox) to provide a live polled response to key tutorial 
questions in class. The same mobile mechanism is used for student responses to multiple 
choice questions during the tutorial which facilitates concentration on a critical question, 
adds engagement via curiosity in the ‘live’ results and gives insight into student 
comprehension. As an advocate of the flipped classroom philosophy, this educator 
championed the value of utilising software which enabled ‘play’ in tertiary education: ‘So 
blackboard is the serious side of the course and Go Soapbox is the fun side of the course’ 
(P3). Participant eight also saw merit in the use of technology to bridge language barriers 
citing the ubiquity of both internet use and mobile devices as a reassuring, accessible 
addition to the learning space.  
Interestingly, one member of this sample found that the move to an active, noisy 
classroom actually caused disquiet amongst some students;  
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But you try something and you realise that you open up another can of worms and you 
actually have potentially disadvantaged some group because they don’t want that. So, I’ve 
had a lot of learners say that they would prefer a quieter space…and I will see that they 
are a read-write learner. So, in the past, students such as this have always been nurtured 
and favoured but the kinaesthetic learner has been so bored that they don’t even show 
up…but now the read write learner is becoming a minority and say that they can read 
books, take notes and listen to you but they don’t want to be involved in this noisy, 
distracting experience (P7). 
What is clear, however, is that this group of lecturers invest considerable effort in trying 
to engage all-comers through variation of delivery and teaching styles or ‘mopping up 
diversity’ as participant eleven explained it. Another respondee channelled a more rural 
metaphor ‘How to satisfy the different requirements? – by being aware, I guess, like a 
shepherd, you’re being aware of different needs, being aware of the loud voices from the 
minority group versus the quieter voice of the majority’.  
A number of interviewees talked specifically about classroom techniques that now 
formed part of their teaching arsenal. Participant ten drew on his formal teacher training 
(further evidence of the influence of the Scholarship of Learning and Teaching (SoLT) in 
teacher development) to champion the role of effective questioning within the lecture 
format, suggesting that participation hinged on the way in which students were drawn in 
to the discussions. Another participant (P2) consciously embedded the explanation 
techniques developed by Brown (2002) in his teaching craft and maintained that this 
helped to signpost and direct student thought processes in order to aid clarity of mind: 
You need to repeat things, and I use George Brown’s four techniques for good 
explaining…so, things like presenting segments of information: we’ve done this, now we’re 
leaving that, we’re moving on to something else and even pointing out things that are 
really important (P2). 
While the importance of authenticity in assessments and activities will be covered 
elsewhere in this chapter, participant sixteen found that real-world tasks gained even 
greater buy-in from students if they were current. This participant advocated the use of 
current market data for in-class activities as this gave students a sense of participating in 
the world of commerce as it happened thus better mimicking workplace conditions. From 
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this evidence, then, it would seem that realism is at its most engaging when aligned with 
currency of the task. 
The gifted educators interviewed for this study demonstrated a range of highly 
innovative techniques that were integrated into their teaching practice on the basis that 
active learning and engagement offered a potent combination designed to break down 
the most ingrained student antipathy. These took a number of forms, and were often 
based on experiences or interests previously developed by lecturers. 
The inclusion of role play activities appears to challenge and develop creativity while 
demanding the active participation of the students. Furthermore, role play exercises aim 
to mimic the real world so score highly on the authentic learning scale. Theatrical and 
dramatic techniques breed engagement and draw in visual, auditory and tactile learners 
according to a number of respondees. Furthermore, these strategies may overcome 
‘academic timidity’ (P5) and combat reticence to learn actively:  
What we found with this stuff was that it was quite powerful, because instead of sitting in 
the classroom being treated like sponges, here the students could actually create, they 
could connect with stuff, they can think about business issues. There are two things going 
on – there’s the engagement value of it, but also there’s the fact that you’re participating 
in learning, and not just a bystander (P5). 
The notion of converting students from recipients of the learning process to participants 
in the learning process was a guiding principle for one respondee, a national teaching 
award recipient. His view was that, for the type of cohort found in open-access 
universities, tactile learning activities reach across the academic divide and engage 
students who may not have previously found academic learning easy. The combination of 
magic, puppetry and applied theatre woven into his teaching craft would make most 
other higher education teachers feel inferior in terms of engagement techniques. 
I put on a performance in terms of getting them involved. It’s not about me because it’s 
never been about me – look how wonderful I am – it’s about me doing things to get them 
interested and involved because I know myself as a learner, unless you’re are really 
captivated and you can find a way in – it has got to be relevant, useful and meaningful 
and so on (P5). 
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In a similar way, participant fourteen introduced the concept of learning through play, 
believing this to be a universal language that tends to transcend diversity. Consequently, 
he had devised games that he used to punctuate lectures and, in so doing, reversed the 
didactic flow. This participant emphasised the importance of never failing to make the 
game relevant to the topic at hand, and stressed that these techniques should be 
reserved for critical concepts within the unit of study.  
Together with the issue of academic timidity as a hurdle to widespread participation, one 
participant (P20) alludes to another factor that may preclude students engaging: ‘…and I 
think that could be another thing, the undergraduate culture of not being too interested 
or too enthusiastic or too diligent; it’s cool to be detached and to show that it’s not really 
that important’. 
A number of participants in this study alluded to the ‘poor relation’ status of learning and 
teaching per se within the university environment and it would appear that these active 
learning engagement techniques are, unfortunately, viewed with some derision by more 
traditional educators on occasion. One interviewee recalls that he was in the process of 
setting up a washing line across the lecture theatre as an actively learning activity to 
represent a business continuum concept. A fellow academic, just in the process of leaving 
the lecture theatre following the completion of the previous lecture observing the 
setting-up of this dramatic metaphor sneered “going back to kindergarten, are we?” The 
active learning educator took this as a compliment!  
This vignette raises the issue of the pervading teaching culture within universities and, in 
particular, the subtle barrier it creates to teaching innovation. 
You go into classes at universities around Australia and the whole thing is geared towards 
death by PowerPoint, where they’re passive, they’re sitting there and they’re treated as 
sponges, receptacles of knowledge, but I try to make it very interactive, try to get them 
involved as much as I can, to think about things (P5). 
Another useful addition to the repertoire of techniques in the toolbox of the excellent 
educator was the application of humour and ‘life’ stories into higher education teaching. 
One participant frequently introduced a never-seen character (his wife) into his life stories 
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for consumer marketing during lectures in the same way that skit comedians create and 
redeploy humorous characters that they have developed into their routine. Participant 
four believes that humour and stories assist in breaking down student-teacher barriers by 
humanising academics, traditionally understood to be intimidating and serious creatures. 
Participants suggest that the injection of small moments of levity, be it in a film clip or 
joke, may make the environment more welcoming and enjoyable particularly for those 
without a background of university enculturation. The desire to pique the interest of 
students to draw them in was not restricted to face-to-face teaching. One interviewee 
(P5) gave his online unit personality by devising a ventriloquist discussion between 
himself and his puppet to convey the introduction to each topic. This novel approach 
appeared to rise to cult status around the school as students awaited the next ‘episode’. 
In a time when students are widely criticised for not reading/viewing learning materials, 
this example demonstrates how inventive teaching can capture the attention of even the 
most inattentive member of the millennial generation.   
Another technique in widespread use amongst excellent educators is the use of exhibits 
or ‘props’ to illustrate a particular point. Participant five attributed the success of this 
technique to its grounding in authenticity; it appears that a ‘real product from a real 
market’ (P11) resonates with students who have a desire to forge a career in an aligned 
field. Discussions regarding real-world exhibits in and of themselves generate a change 
of pace in the classroom and are said to heighten curiosity by one interviewee. Purpose-
built data projectors in state-of-the-art lecture theatres allow even small artefacts to be 
demonstrated to large classes and, in so doing, may help to demonstrate how conceptual 
ideas are brought to life as tangible commercial products or documents. Of course, this 
technique pre-supposes that the lecturer was in a position to acquire examples from the 
world of commerce.  
Organisation of learning 
This group of awarded educators offers some fascinating insights into the way in which 
they prepare students for the educational journey they are embarking upon within a 
course of study. Most significantly, the majority of interviewees appear to create a 
structure in the minds of the students. The most sophisticated of these strategies 
involves a hierarchy; showing how the course or unit fits within the program of study at 
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the commencement of the course, how the components of the course/unit fit together 
week by week and finally how each of the classes/lessons are structured. According to 
interviewee twelve: 
But once they can locate the course and the skills and abilities that they are learning 
within that - it makes sense. It is a sense making exercise for them, and that is when you 
get the “now I know where I fit, now I know why I’m doing it. Now I get it. I’m not just 
doing this for the sake of having to do three assessment tasks” (P12). 
One educator (P18) creates a graphic representation of the unit of study which is shown 
as the opening slide every week, with components assuming the form of building blocks. 
This way, according to the lecturer, the student can visually see both progress through 
the unit and, indeed, the way in which the ‘parts of the course hang together’ (P18).  
A number of benefits to this technique were elucidated by the interviewees. Firstly, 
students can ‘position’ themselves within the unit of study thus overcoming a sense of 
being overwhelmed by the weight of material. In this way, the graphic representation acts 
as a touchstone for the unit architecture as the course progresses and demystifies the 
unit via transparency. Secondly, it appears to aid in exam preparation as bite-sized 
sections can be negotiated one-by-one helping clarity of thinking in a pressure-filled 
exam environment. Thirdly, it assists those students wishing to prepare ahead of time as 
the path is clearly set-out at the commencement of the unit. And lastly, the explanation 
of how the component parts fit together helps to answer the question “why should we 
bother to learn this material?” If this strategy does, as one participant suggested (P4), 
assist in the rationalisation of the unit, then it may assist motivation to engage with the 
subject matter.  
Consequently, a number of these participants make a strong case for the communication 
of structure as, they suggest, this particular cohort of students finds it easier to manage 
when the content is disaggregated; ‘How do you eat an elephant? One bite at a time!’ in 
the words of participant twelve. Furthermore, they believe that there is greater 
understanding and appreciation of the unit of study by the students in knowing how and 
why the content has been re-aggregated in the way it has: ‘I break it down into simple 
building blocks, then put it together again’ (P17). 
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Besides the clear communication of unit and program architecture, within the content 
itself these skilled educators appear to employ a number of specific techniques to aid 
understanding. As one participant explains, this diverse student group reacts well to 
information where the content has been ‘distilled down and the importance signposted’ 
(P7). This is reiterated by participant seventeen who tries to present ‘packets of 
information, simple building blocks’. This interviewee uses colours on PowerPoint slides 
to distinguish key concepts from subservient or supporting details in an attempt to help 
the student sort the ‘wheat from the chaff’. Graphic representations of processes to aid 
learning proved to be a recurring theme for many of these educators: ‘I like to draw 
pictures and flowcharts and diagrams to explain things…with a very complex technical 
topic like company consolidations…if you can understand the big picture, the overall 
concept of what we are trying to achieve before you worry about the nitty-gritty that will 
help (students) understand’ according to participant ten.  
While not a new notion by any means, the importance of repetition of key concepts has 
currency in a contemporary inclusive higher education environment as it had in the days 
of times-table repetition, according to at least two educators in this sample. One 
respondee speaks of the reassurance value of the ‘rhythm of routine’ in the accounting 
discipline while another states ‘I repeat things a lot, because someone once said to me 
you often need to repeat things four times for things to get through’ (P5). It was 
speculated that this may be particularly important with many differing first languages in 
the classroom, as comprehension may prove challenging in some instances. 
In keeping with good teaching practice in an on-line teaching environment, at least three 
of the participants in this study use weekly quizzes to highlight key concepts as the 
course progresses. This technique has the additional benefit of checking that learning 
outcomes have been achieved (or, at least, recalled) from week to week. Other 
practitioners use ‘top and tailing’ in lecture delivery to either review the material from the 
previous week or to preface the lecture or tutorial about to be delivered. Participant 
eleven took an innovative approach to a review of material covered at the end of the 
class with the co-development of a mindmap to drive home the salient points from the 
session. 
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Irrespective of the strategies employed, it would appear that the reduction of knowledge 
into disaggregated building blocks of information, together with the attachment of 
importance to parcels of knowledge is important to successful learning in widened-
participation environments according to these educators. When these parcels or blocks 
of knowledge are built up into a lesson plan; that lesson plan is shown within a larger 
unit structure; and that unit is described within the context of the program students are 
able to build a framework around their learning which facilitates clear understanding. 
Establishing expectations 
According to participant three, educators teaching in this environment have to take 
particular care to clearly define both academic and behavioural expectations of students. 
Participant five went further with the concept by the formation of a learning contract 
based on mutual responsibilities: 
P5: So we make it very clear what the expectations are. 
I: Yours or theirs? 
P5: Both. And then we workshop it. So they tell us what they expect from us, we tell them 
what we expect from them. So it’s a shared expectation – we agree to it and then we post 
it so that we all know and refer to it throughout the semester (P5). 
This theme of shared expectations was reiterated by participant eighteen; ‘(we) have an 
obligation to ensure a good experience at University, otherwise (they are) unlikely to go 
on with education’. Interviewees (P7, P21) reported that students were reassured when 
they clearly understood what was required from them in both assessment tasks and 
tutorial activities. These teacher expectations extend to not just operational matters such 
as meeting deadlines, but also to a work ethic. ‘As a teacher I do expect them to work…I 
find that little bit of directness is actually appreciated by the students; they are used to a 
bit of power distance providing it’s combined with support’ according to one interviewee. 
Participant twelve maintained it was also important to demonstrate what ‘good’ looked 
like and, in so doing, allowing the students to understand the difference between a 
satisfactory response and an outstanding response. In this way, performance levels could 
be scaffolded, and grades did not come as a surprise. Indeed, this educator believed that 
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if levels of performance were made transparent, students were capable of self-
assessment of their work to a high degree of accuracy. If this is the case, the implication 
is that students can be encouraged to self-reflect and adjust before submission of the 
assessment task if a tool such as a grading matrix is available. 
In this teaching environment, care must be taken to establish only reasonable 
expectations according to some members of this sample. Participant five provides the 
example of blogging. In his opinion, the assumption of digital nativity across the student 
body is dangerous and educators would do well to offer supervised practise in areas such 
as this in order to assure themselves that expectations and understanding are accurate.  
Understanding the cohort 
Based on the evidence garnered from this study, it would appear that a strong 
understanding of ‘where the student is at’ (P12) is an important component of teaching 
excellence as it performs two vital tasks. Firstly, it enables teaching to be designed 
specifically for the cohort enrolled and secondly it portrays a concern for the student as 
an individual, a critical aspect of teacher/student rapport according to this sample. A 
number of these lecturers went to quite extraordinary lengths to gain an understanding 
of their cohort. Participant three employed learning style enquiry forms (VAK 
questionnaire) at the commencement of the semester to ascertain the preferred learning 
approach of the student group. This was then used to select learning activities that best 
matched the majority of students or to choose tasks that accommodated the greatest 
number of learning styles.  Another took a forward-thinking approach by enquiring of 
the students what their specific objectives were in their life and career journey with the 
aim of framing activities to help meet these needs: ‘So understanding their objectives, 
understanding their learning styles and breaking the mind shift of us teaching them to 
better facilitate their learning - and doing that in a whole range of different types of 
people is challenging yet exciting’ (P5). 
Many of the educators in this sample thought deeply about resonance with the student 
cohort when selecting bonafide examples from the field or case study examples. 
Described as ‘touch stones that resonate with them’ (P17) choosing common ground that 
is relevant to their world appears to enhance engagement of the cohort. In a similar 
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manner, one respondee (P3) talked persuasively about the formation of parallels between 
her own experiences and that of the students ‘And having been through that process 
myself, I feel I know what they need. I know what it is like to be scared and not want to 
look dumb. I know what it is like to fail. So it’s just those little personal touches and 
making a commitment and showing you’re open’. Her view was that this humility and 
personal understanding of the challenges facing students markedly assisted the 
development of rapport via the rejection of a ‘sage on the stage’ academic persona. 
Nurturing peer support 
This strategy appeared to manifest itself in a number of related ways in the toolbox of 
techniques used by these outstanding teachers. 
Firstly, they acknowledge the value of peer-to-peer learning and create many 
opportunities for students to compare and contrast their understanding of a topic during 
a semester. This, they believe, can be enhanced by the establishment of break-out groups 
in the class or on-line collaboration, for instance.  Again, this element is congruent with 
the transfer of learning responsibility away from a ‘sage on the stage’ didactic approach 
into the co-construction of knowledge which, in turn, can be extended into the realm of 
peer-to-peer learning. One respondent (P2) also saw a benefit in the diversity of the non-
elite cohort in this regard giving the example of mature-age students informally 
mentoring struggling younger students by aiding their enculturation into the 
idiosyncrasies of Australian higher education. 
There will be some younger international students, some older Aussies, so I just mix the 
groups up. And I make sure that I get a diversity of their professional background, their 
age, their ethnicity within each group, and it works beautifully. The older ones mentor the 
younger ones – they all learn from each other, and they’ve all got something to bring to 
the table (P4). 
Secondly, participants of this research put an emphasis on the formation of productive 
teams in order to carry out group projects. Given the extreme diversity and range of 
abilities exhibited by students in widened-participation situations, lecturers looked to 
purposefully alleviate the tensions that may result in group work as a consequence of this 
dynamic. They appeared unwilling to let student groups ‘just get on with it’ (P7) 
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preferring to offer clear guidelines as to the way in which groups could function 
effectively, particularly if group members demonstrated a wide range of academic 
abilities. A feature of this lecturer support, demonstrated by one participant, was the 
regular monitoring of group progress together with the setting of ‘bite-sized’ objectives 
for these groups.  
Participant six recommended mixing up of the seating in peer discussion activities to 
bring differing experiences into the groups, and alleviate complacency. 
But group work may take on a whole new importance with the introduction of flipped 
classroom philosophies in higher education. At the most progressive end of the transition 
from didactic tuition to co-construction of knowledge was the interesting example 
provided by one participant (P3) who is experimenting with dispensing with lectures 
entirely in favour of ‘super-tutes’ in his business course. 
I: So, to get this clear, you don’t have any lectures? 
P3: None. As far as I’m concerned, they are redundant 
These super-tutes are characterised by large flat-floor auditoriums manned by a number 
of lecturers who circulate amongst the 200+ students (seated in groups) to offer 
guidance on the task at hand. Student group activities are interspersed with the 
presentation of short, engaging mini-presentations by teachers. Are they proving 
effective? According to P3: ‘The jury’s out…the level of participation and engagement has 
improved but as for student evaluation and learning outcomes - there is no significance 
yet’. 
Willingness to be accessible 
Closely aligned to the perceptions surrounding student-teacher relationships already 
introduced, the characteristic of student access to the educator is a particularly strong 
theme in this widened participation environment. Due to the relative inexperience of 
many in the non-elite cohort of academic success or familial enculturation in university 
requirements, these awarded teachers report the importance of academic reassurance to 
this group. A number of participants nominated access to academic staff members as a 
significant factor in enhancing academic reassurance in students. It is access to academic 
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guidance, they believe, that creates conditions for effective learning to occur. This may 
imply that the educator acts as a surrogate for familial university enculturation to make 
up for lack of exposure to a scholarly environment earlier in life. One participant (P10) 
opined that it was not just the provision of support, but creating an environment in which 
it was known that a ‘safety blanket’ did exist that was critical to academic confidence in 
non-elite students. By way of an example, this respondee described the following 
scenario: 
“Here’s a couple of sites, go and have a play. See what you come up with. If you’re not 
sure send me an e-mail, I’ll talk to you, talk you through it. Can hang out after class and all 
that”. Often students want the perception that you are available, more so than whether or 
not they turn up at your door. They want to know that you are there. 
The way in which an educator makes themselves available also appears to carry weight, 
according to one member of the sample. She implies that it is for the educator to 
embrace the communication preferences of the cohort, rather than dictating how 
communication will occur:  
Whether they do that in the classroom space, whether they phone me, whether they e-
mail me. I also make myself available via Skype because I appreciate that they have other 
responsibilities, work being one of them, and family life. So making myself available to 
them at most times but letting them know that if this doesn’t work, let me know. I’m here 
for your benefit (P3). 
Three participants suggested that their ‘open door’ policy sent a clear and positive signal 
around the importance of student learning and progress in the hierarchy of roles 
performed by the lecturer. Indeed, these lecturers appear to take pride in their reputation 
as a champion of the student within the faculty. One interviewee (P11) makes a telling 
ethical point when considering the issue of accessibility. She believes that the enrolment 
of a widened participation student body comes with a commensurate commitment to 
strong support of students in their studies, above and beyond that which is normally 
associated with traditional university attendance. 
The set-up of the classroom or lecture theatre can also be used to send accessibility 
signals to students. Not surprisingly given the rejection of the ‘lecturer’ moniker, the 
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concept of a ‘sage on the stage’ pontificating behind a podium was widely denounced by 
interviewees. Participant three advocated the removal of podiums entirely in order to 
better connect with the audience and two respondees believed that PowerPoint 
presentations simply encouraged a didactic teaching style which had no place in widened 
participation environments. 
Authenticity within academia 
Earlier in this chapter, the propensity of educators to meet student needs was explored 
as a key plank in establishing successful student-lecturer rapport. This concept is again 
reiterated through the theme of authenticity in content and delivery; that is, the ability of 
assessment tasks and activities to mimic the ‘real’ world of business:  
Why do I keep getting good reviews? They talk about me knowing my stuff and knowing 
how it applies to the real world, that I’m not an ivory tower academic, that I bring practical 
skills into the classroom and I give them frameworks and theories to apply them (P20). 
This research strongly suggests that building authenticity into a course of study is a 
foundation stone in the quest for excellence. A number of participants in this study 
referenced the ever-growing vocational nature of higher education; they make the point 
that in business schools, students attend university largely to establish themselves in a 
higher paying professional career. For this reason, students must be able to see the 
relevance of their work at university to their future careers. In the words of one 
respondee, one of her key roles was to assist students ‘drink at the fountain of capitalism’ 
(P9).  Participant sixteen agrees suggesting that the role of the tertiary educator is also to 
assist the enculturation of the student in the business world, just as they had been 
enculturated into the world of scholarship at the start of their university journey. 
According to these educators, students also made determinations about the educational 
benefit of their lecturers on the basis of industry credentials and experience and, indeed, 
a number of these lecturers attempted to distance themselves from a wholly theoretical 
approach:  
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So I always tell them (the students), right at the beginning, I’m going to make you fit, 
corporate accounting fit…because, ultimately, your success as an accountant will be in 
repetition…creating the confidence and resilience in the students to be corporate fit (P11).  
One participant defined excellence as the ‘ability to entwine curricula with the here and 
now’ (P11) and went so far as to call into question whether theoretical academics without 
industry experience should be employed in a contemporary higher education teaching 
role. With a background in the TAFE sector, interviewee twenty noted that the Australian 
Skills Quality Authority (ASQA) standards require teachers to have ‘vocational currency’. 
That is, not just the credentials to teach within the program or unit, but to have 
undertaken professional vocational development activities in the area in which they are 
teaching. If the issue of authenticity and relevance is so important to student learning 
within an inclusive university, this growing emphasis of vocational currency in the TAFE 
sector should cause university recruiters to pause. 
To this sample of educators, the development of ‘work ready’ students is central to the 
notion of excellent pedagogy, with the concept of graduate attribute skills looming large 
in their narrative. This is not to say that this group of educators spurn theoretical and 
conceptual tenets of the business disciplines. They simply make the point that these 
concepts need to be cloaked within a purposeful framework rich in applied learning and 
authenticity in order to demonstrate the relevance of the learning being undertaken. 
‘Good teaching involves coalescing the curriculum (what the Uni wants to talk about) 
with creation of conditions to be ready for work’, according to participant 22. It must be 
remembered that these observations are made against the backdrop of an inclusive 
university cohort which may imply that practical relevance of content holds great 
currency in this environment. These respondees also maintain that the wide participation 
environment may increase the unpredictability of student career direction, so the 
fostering of transferrable business skills is a worthy goal for educators in an inclusive 
university. Participant five sums up this real-world responsibility with a rhetorical 
question when she says ‘The question remains, have we helped that very thing that we 
purport to do? – help students get a good job and equip them for career progression’ 
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Enhancing patterns of cognition 
As diversity swells in the ranks of inclusive universities, this sample of outstanding 
educators appear to have responded by taking a more active role in assisting student 
success via guidance in the way in which students think about their studies and their 
career ahead. One way in which they do this by providing frequent academic reassurance 
to both the class and individuals, as they perceive that many in the cohort are not 
confident scholars due to past experiences at school or university. These educators seek 
to build confidence by highlighting successes that students achieve, and framing 
feedback from a positive perspective (such as the use of ‘sandwich’ theory of critique). 
This academic reassurance is described by one participant (P 17) as reducing the ‘fear’ 
factor for students, as many within the cohort are embarking on a journey of scholarship 
without the academic confidence present in elite students. According to this respondee, 
if the lecturer is able to convey a sense of belief in the academic competence of the 
student then other benefits, such as greater participation and interactivity, will ensue. 
Likewise, participant ten maintains that a student’s ability to rise to challenges and take 
academic risks will only be maximised in an environment which provides a ‘safety 
blanket’: ‘You know, I want them to be challenged but I don’t want them to be fearful’ 
(P10). 
Participant twelve delves into the field of sociology in order to develop academic self-
confidence in students by demonstrating a sensitivity to personal agency. That is, she 
attempts to assess the ability of individuals (or groups) to initiate and execute actions for 
themselves, and initially provide support to those that need greater guidance. This 
respondee then aims to scaffold a greater sense of agency in her students as the 
semester progresses so, at the end of the course, the students exhibit an assurance in the 
field of learning. 
A further expression of pedagogic adaptation for this group appears to be via the 
concept of modelling. Thus, a number of the educators in this sample described how 
they utilised non-overt role-modelling in order to influence behaviour in their students. 
Frequently, this manifested itself from a vocational perspective, with lecturers trying to 
assist students act appropriately when they finally ventured into the workforce. 
Participant one believed this was far more important in a non-elite cohort due to the lack 
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of enculturation of the students in business etiquette and norms. In short, this participant 
suggested that, as many of the cohort had not been exposed to family members acting 
in professional vocations, the educator in a widened participation environment had a role 
to play in ‘Showing them what is appropriate in business’ (P1). For instance, participant 
five always dressed in business attire to convey a sense of professionalism to students, 
and insisted that students ‘dress appropriately for a management meeting’ during group 
presentations. Similarly, two respondees mentioned explicit expectations that they 
conveyed to their students regarding written communication tone during the course. 
Participant one broached the topic of ‘personal strategy’ in his Marketing unit by making 
his tutorials ‘laboratories in which to develop your business style’, thus encouraging 
business-appropriate vocal expression and behaviour. In this way, he maintained, some 
distracting behaviours, such as compulsive texting in class, were self-corrected by the 
students, rather than prohibited in an authoritarian fashion. 
Enhancing clarity 
Whether it be at program level, unit level or within the unit of study itself, participants in 
this study exhibited a myriad of ways in which they sought to establish clarity in the 
minds of their students. They acknowledged the potential communication problems 
arising out of cultural and academic student backgrounds and addressed this through 
specific pedagogic adjustments. Generally, these gifted teachers spent considerable time 
describing to students the way in which programs, courses and components of the unit 
of study were integrated to form a cohesive whole. Typically, this was accomplished via 
visuals, diagrams, matrices and lesson plans. Another feature of this clarity-enhancing 
endeavour was the repetition of structural guidelines in Course Outlines, presentation 
materials and verbally.  
On a more microscopic level, content was broken up in to bite-sized ‘chunks’ to facilitate 
digestion and learning, and educators went to considerable lengths to identify 
hierarchies within the materials presented (i.e. assisting the differentiation between more 
important and less important information). Further to this point, interviewees tended to 
teach less content than their run-of-the-mill counterparts with repetition of key concepts 
a feature of their pedagogy. This ‘skeleton approach’ to knowledge (as participant one 
termed it) allowed the cohort to appreciate the critical bare bones of a concept, while 
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higher performing students were invited to flesh out the carcass with ‘extra for experts’ 
readings and the like. In this way, all students gained a fundamental understanding of the 
topic as they concentrated only on the most salient points yet provision was made to 
satisfy higher-performing students. To quote participant seven on the issue of simplicity 
and scaffolding: ‘I’m trying my darndest to make this manageable for them…to overcome 
this complexity’. 
Besides time set aside to explain structure in detail, these educators also allowed more 
time for discussion and questions to ensure clarification of understanding via adequate 
academic scaffolding. Respondees reported that mature-age students with no recent 
scholarly involvement were particularly responsive to these sessions. Again, this function 
was incorporated across a number of communication channels including online postings, 
tutorial discussions and the facilitation of individual discussions. In this regard, it would 
appear the participants took advantage of a wide range of diverse modes of 
communication in order to meet to needs of a diverse constituency of learners.  
Overall, these educators took a far more directed and prescriptive approach to 
expectations, assessments and task scheduling with their students. According to one 
interviewee (P13) this approach helped to bridge philosophical learning differences 
between cultures where, in some regions, highly prescriptive task description went hand-
in-hand with rote learning strategies. The extra reassurance that they were ‘on the right 
track’ appeared to also benefit other members of this cohort as those with historically 
lower academic performance and those without recent experience of scholarship may 
have less-developed self-direction skills. Participant fourteen also warned of the perils of 
introducing conceptual or lateral thinking before students are ready to cope with it: 
Here it is, this is where you link to it… just making it very obvious really, very directed… I 
was thinking this morning, sometimes you have to be almost a bit concrete.  If you get 
too abstract too quickly, for instance, it just loses people (P14). 
With this line of thinking these educators appear to be attempting to deal with the 
tension between traditional tenets of higher education regarding the fostering of deep 
and conceptual thinking with the ability of the cohort to absorb and appreciate these 
higher-level learning constructs. The findings from this study suggest that excellent 
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educators in this environment tend to ease students into higher order cognition skills in a 
scaffolded manner, rather than throwing students in at the deep (thinking!) end to either 
sink or swim. 
Providing a rationale for learning: ‘These students demand to know ‘what’s in it for me’. 
If the teacher comes up short, they just switch off’ (P8) 
A common theme running throughout these interviews was the belief of the participants 
that, for the non-elite cohort in question, the transmission of knowledge provided 
insufficient motivation for student learning. Generally, these educators have responded 
to issues concerning academic motivation by answering the question ‘Why should I 
bother studying this?’ on behalf of the student cohort. Very often, a solution was 
achieved by channelling authentic learning experiences as this technique demonstrated 
to students that the learning was essential for their future vocational competence. In 
short, these educators generated a rationale for learning amongst the students via 
application to the future workplace. Thus, the introduction of authentic learning performs 
two tasks; it provides students with skills needed in the world of business while 
simultaneously providing incentives for the student to engage.  
Participant seventeen acknowledged that many students from this cohort appeared to be 
attending university with the sole objective of obtaining a qualification as a ‘passport’ to 
enable entry into a profession with as little effort as possible. This interviewee saw this 
attitude as being counter-productive to learning, and considered that it behove every 
university educator to attempt to change this thinking: ‘It is not about the qualification, it 
is about how you perform in the workplace’. Again, this educator believed that authentic 
learning had a part to play in this regard as it assisted students become ‘career-ready’ 
and not just credentialed.       
5.3.2 Pedagogic adaptation: response to challenges 
To better understand the way in which a widened-participation cohort has provoked 
pedagogic adjustments, participants were probed regarding the way in which they had 
adapted both their teaching strategies and their teaching style to better accommodate 
the diversity present. This proved quite difficult for the academics to respond to as they 
struggled to differentiate between general improvements they had made to their 
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teaching craft and changes made to cater for diversity. Nevertheless, this thesis takes the 
position that if changes have been made to teaching methodology that benefitted 
student outcomes within a diverse environment, then these amount to one and the same 
thing. That is, if the educator involved himself in the purposeful adaptation of teaching to 
facilitate better learning outcomes for members of that cohort, then pedagogic 
adaptation within a widened-participation situation had occurred. It is beyond the scope 
of this study to fully understand the difference between excellent teaching within an elite 
and non-elite environment. As an exploratory study into the phenomenon of the effect of 
massification on higher education teaching, this thesis simply seeks to investigate, 
describe and better understand the nature of excellence in this situation. Further work 
involving comparisons between elite and non-elite teaching environments would be 
needed in order to draw firm conclusions regarding the difference between the two 
circumstances. But, in the context of this study, its brief will have been met if it is able to 
generate a more complete understanding of the characteristics of excellent teachers and 
teaching when student diversity is broad. 
5.3.3 Pedagogic philosophies 
Conceptions of their role as an educator 
Surprisingly, participants in this group railed against some of the commonly assumed 
definitions present in education. A number of interviewees firmly distanced themselves 
from the label ‘teacher’ (a term often ascribed to members of this sample, now somewhat 
guiltily, by the author within this thesis): ‘I don’t consider myself as a teacher. My identity 
is not that of a teacher. My identity, I guess, is as an academic and a facilitator of 
learning’ (P4). Similarly, participant seven, ‘ I see myself as a co-learner rather than a 
teacher….a coach, a facilitator, a co-learner, going with them on their journey and playing 
a small part in helping them achieve their goals - an enabler’.  
If these educators disassociate themselves with the label teacher, they are even more 
vociferous regarding their actual job descriptor of ‘lecturer’. Participants in this research 
believe ‘lecturer’ suggests an outmoded didactic transmission of information to students; 
an association they want no part of. In fact, a number of these ‘lecturers’ have dispensed 
with lectures as a mode of delivery entirely.  
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Views such as these foreshadow one of the predominant characteristics of this group of 
excellent educators. They appear to take responsibility for not only the successful 
learning of the students under their tutelage in the discipline area in which they teach, 
but they set themselves the goal of assisting their students in meeting objectives across a 
bigger canvas.  
At the heart of this holistic student-focussed approach appears to be a dominant thread 
in the way these educators are ‘wired’ (P5); above all else they exude a strong 
commitment to service: ‘You are not an interruption to my work, you are the reason for 
my work’ (P18). 
Conceptions of their students 
As tertiary teachers in the age of the democratisation of higher education it is interesting 
to interrogate how the excellent educators within this sample perceive their students. 
What becomes immediately obvious is the respect that the participants afford their 
students, and the pride that they take in their educational role. As participant three 
opines: ‘I love my students, I love this profession…I have got the most noble profession 
on earth’. Indeed, a number of respondees rejected the neo-liberal notion of the student 
as a consumer as they felt this marginalised the special relationship between student and 
educator: ‘Many people think that the student is a client. I don’t believe that. The 
profession should not be demonised by thinking of the student as a client’ (P 4). Thus, it 
would appear to be the view of some of these participants that consideration of the 
teacher/student relationship as a transactional one equivalent to that of customer/vendor 
trivialises the essence of the educational bond. This, they believe, may have a detrimental 
effect on the teacher/student connection and cause universities (and the educators 
within them) to act like corporations and become devoid of passion – a key ingredient in 
engagement, according to many within this sample. 
In a similar vein, these educators appear to take a ‘downstream’ approach to their role, 
by seeking to take responsibility not just for their teaching performance but, more 
importantly, for student learning; in this way, they attempt to make themselves 
accountable for learning. One participant (P17) wished to make a clear distinction 
between accountability for learning and the ‘spoon feeding’ of students, stressing that 
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More than just a number 
Brian: Please, please listen! I’ve got one or 
two things to say. 
The Crowd: Tell us! Tell us both of them! 
Brian: Look, you’ve got it all wrong! You 
don’t need to follow me, you don’t need to 
follow anybody! You’ve got to think for 
yourselves! You’re all individuals! 
The Crowd: Yes, we’re all individuals! 
Brian: You’re all different! 
The Crowd: Yes! We are all different! 
Man in crowd: I’m not… 
The Crowd: Shhhh… 
they were there to facilitate learning strategies amongst students, but this still required 
the student to be an active participant in the process. 
There was also clear evidence of these educators going to quite extraordinary lengths to 
gain an understanding of what the students already know in order to pitch the delivery at 
an appropriate level. Pretesting and early semester questioning abound, with one 
participant (P7) going to the lengths of administering learning style questionnaires to 
better understand the nature of the student cohort. A number of respondees also 
instigated additional educative sessions in the early part of the semester in an attempt to 
meet the levels of understanding required before embarking on their unit of study. 
Calling this initiative his ‘remedial toolbox’ one participant (P2) put particular store in 
diagnosis of, and attention to, student shortcomings by running classes before the 
semester commencement. Another lecturer (P11) runs an accounting ‘boot camp’ in 
parallel to the regular tutorials with the goal of developing confidence and resilience in 
those students struggling to grasp accounting concepts.  
In this way, educators within this sample were acknowledging the difficulty of teaching to 
the extreme academic diversity that they face by attempting to homogenise the cohort 
academically thus making teaching more effective ‘The biggest problem nowadays is we 
get a heterogenous class group of students’ (P12).  
Take responsibility for learning, not just teaching: ‘…an “I come to you” rather than a 
“sage on the stage” approach’ (P11) 
A significant thread of commonality amongst the 
participants of this research project is their willingness 
to take responsibility not just for teaching the cohort, 
but they attempt to create conditions for learning to 
occur. That is, they are concerned with the impact their 
teaching is having and seek assurance of learning 
amongst their students. The gifted teachers in this 
sample do this primarily by conceptualising the cohort 
not as a single amorphous mass but as a group of 
individuals, thus ‘converting one-to-many into one-to-
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one’ as participant fifteen terms it. One interviewee (P19) maintains that he tries to avoid 
‘teaching to the middle (of the cohort)’ if this involves students falling off at either end.  
They do attempt to engage in the oft-quoted mantra of ‘making the student responsible 
for their own learning’ but at the same time, realise that this is a skill that may not be 
well-developed in this cohort. In essence, they attempt to offer a security blanket for all 
students, regardless of ability. 
Consequently, this group of outstanding educators rate themselves as being highly 
responsive to individual differences amongst the student body and, typically, offer 
individualised attention to students as a priority. Three of these teachers (P8, P11 and 
P19) suggested some variation of an ‘open door’ policy to allow students quick and 
convenient access to academic assistance. During lectures and tutorials, these educators 
give the impression of being both highly flexible and attuned to the effectiveness of their 
teaching communication. Described by participant ten as being adroit at ‘taking the 
pulse’ of the class, these teachers pride themselves on being able to adjust their teaching 
style in response to both overt and concealed student attentiveness cues. The implication 
here is that this group are highly skilled in diagnosing student feedback in a face-to-face 
teaching environment, and are able to ‘change tack’ (P13) to re-engage the cohort when 
the need arises. In summarising this point, participant eight believes that a focus on 
student outcomes (in its widest sense) from the lecturer is vitally important, as this is an 
assurance that learning has taken place.          
Desire and ability to enhance the quality of the educational relationship: ‘intrinsic 
and inherent in excellent teachers’ (P19) 
A number of respondees spoke of the collaborative nature of teaching for them. 
Participant eighteen described a realisation, early on in her academic career that ‘there 
must be a meeting point – an exchange on both sides’ for effective learning to eventuate. 
In a similar vein, participant ten passionately pronounced that a secret to teaching in a 
widened-participation university was for the students to feel that ‘you are on their side’. 
This has interesting implications from a teacher positioning perspective as it suggests 
that the student takes succour and motivation from the knowledge that the teacher is 
with them on the educational journey and that they are, in some sense, united in their 
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On responsibility to learning: the starfish 
story  
A young man is walking along the ocean and 
sees a beach on which thousands and 
thousands of starfish have washed ashore. 
Further along he sees an old man, walking 
slowly and stooping often, picking up one 
starfish after another and tossing each one 
gently into the ocean.  
“Why are you throwing starfish into the ocean?” 
he asks.  
“Because the sun is up and the tide is going out 
and if I don’t throw them further in they will 
die.”  
“But, old man, don’t you realize there are miles 
and miles of beach and starfish all along it! You 
can’t possibly save them all, you can’t even save 
one-tenth of them. In fact, even if you work all 
day, your efforts won’t make any difference at 
all.”  
The old man listened calmly and then bent 
down to pick up another starfish and threw it 
into the sea. “It made a difference to that 
one.”   
goal to master the subject content together. As noted above, participant nineteen 
believes this characteristic may be inherent in excellent teachers, describing the 
characteristic as simply ‘caring about the students and caring about the quality of the 
experience that they receive’. 
 Participant twelve believes that, in the widened-participation environment at any rate, 
students are highly sensitised to this human attribute in those that teach them, stating 
that ‘students can read the heart of lecturers’ and respond accordingly.  Another 
participant, (P5), invoked the starfish story in order to define his philosophy of dedication 
to students at an individual level and without bias. 
Within this theme, perhaps, lies the characteristic that appears to offer the greatest 
differentiation between satisfactory and excellent teachers. Quite simply, this sample 
appears to take a wider view of the role of the 
educator by extending their accountability beyond 
teaching to learning, and beyond learning to that of 
meeting student needs; they demonstrate a genuine 
desire to assist students along their life journey via the 
medium of education ‘It is always about “how can I 
help you get to where you need to be, where you want 
to be?”’ (P14). According to participant six: ‘the aim of 
the teaching side of what they do is to ensure the best 
possible outcomes for the students and not “Well, 
what’s in it for me?” or “What can I get out of this?” To 
me, that’s an important characteristic’. Many 
participants displayed strong traits of selflessness, and 
gave detailed examples of the provision of assistance 
well beyond normal expectations within a university 
environment ‘I don’t want to have regrets, so I don’t 
want to be able to say ‘Oh, well, I should’ve done more, I could’ve done more’ (P13). 
Furthermore, these educators talk of taking some level of responsibility for the personal 
development of the students under their tuition: 
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But, at the end of the day, you (the lecturer) are but one step along the journey to 
creating, not just someone who is employable and a valuable vocational member but 
actually looking at the personal development of the individual as well – So that they (the 
student) has a sense of self actualisation at the end of it (P3). 
Thus, these educators share a concern for, and are invested in, student expectations 
holistically. Consequently, this concern goes well beyond the course (and the contents) in 
which they are enrolled and highlights the critical difference between a didactic teacher 
on one hand and a purposeful learning enabler on the other. In regard to a widened-
participation cohort, a number of participants referred to the low academic self-
confidence in a section of the student body that they taught. It was suggested that this 
may be due to previous poor experiences in an academic learning environment, which 
may have dented self-confidence in learning. In this vein, participant six championed the 
importance of encouraging self-belief in students within inclusive universities as a 
panacea to fragile academic confidence. 
The notion of caring about the life journey of the student beyond university is reiterated 
again and again by these educators, particularly in the vexed arena of future job 
prospects.  
One of the main drivers of my citation was around different things I do to help develop 
students to be successful professionals in the future so, you know, creating opportunities 
for them…so it’s not just what we teach them in the classroom but it’s also giving them 
even one-on-one career advice…creating opportunities at career expos and internships 
and all sorts of other stuff. While some people might say “well, our job isn’t to help find 
them a job” but I think in this day and age, particularly in the business field, students 
predominantly come to university because of career and work and job opportunities (P6). 
One respondee (P1) summarised this concept by stressing that the student-educator 
relationship shouldn’t begin and end with the lecture and tutorial. He also maintained 
that rapport building, in his opinion, was a pre-requisite for effective learning to take 
place within this widened participation cohort, but is not teaching excellence in and of 
itself. That is, the ability to build strong and productive relationships with the student 
body is just one aspect of excellent teaching craft. Participant 7 agreed with this 
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viewpoint by stressing ‘Just because I make the student feel welcomed doesn’t 
necessarily mean I am a good teacher’.  A further participant (P11) qualified the concept 
of relationship building further by introducing the idea of ‘observation responsiveness’; 
the idea that the observation of the situation needs to be purposeful and located within a 
particular context and for the benefit of a particular student: 
…and as a result they stick with tried and true pedagogy. So they (teachers) are not as 
responsive. So excellence to me is observation responsiveness and really it’s that 
understanding of the journey – the student is with you for a discrete period of time; six 
months, a semester. But at the end of the day you’re one step along the journey to 
creating someone who’s not just employable…but actually looking at the personal 
development of the individual as well. So the notion that they come out and have some 
sense of self actualisation at the end of it. 
Consistent with this viewpoint, one participant (P19) highlighted a desire in students to 
be seen as individuals, rather than as a morphous entity being taught without reference 
to their background or future direction: ‘Regardless of how diverse our cohort is, people 
want to feel as though their needs are being met’. 
Further to this point, participant eight suggested that excellence in pedagogy needs to 
be defined in terms of the student experience. Here, they were advocating that 
excellence, in student terms, may be the ability of the educator to help them facilitate 
their goals from a holistic perspective. This conceptualisation is reminiscent of the 
philosophical tenet of marketing which, over the last fifty years, has evolved from an 
organisational focus to a customer orientation, largely due to competitive forces 
demanding that the consumer be given foremost consideration. 
The skilled educators in this sample are in full agreement that the relationship between 
student and educator is critical to effective student learning. As the diversity of the 
cohort has widened over the last two decades in these university environments excellent 
teachers have responded by trying to better understand the cultural, academic and social 
background of the cohort that they are teaching, and demonstrating an affinity with 
various groupings in order to create resonance. For instance, taking into account family 
pressures in the granting of extensions to assessment tasks would qualify as a response 
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to heterogeneity within the cohort. These interviewees report that flexibility, compassion 
and tolerance are characteristics much appreciated by students with lower academic 
enculturation. In terms of adaptation, a couple of respondees suggest that they have 
become increasingly tolerant and empathetic in style in response to extreme diversity of 
cohort: ‘So I think I have become more compassionate. I was quite tyrannical in the 
beginning because I thought “I bloody struggled hard to get my degree. Why should you 
guys get off any lighter?”’. Participant seven, in particular, describes the positive 
outcomes for her relationship with the cohort now she has learnt to open up as a person 
and display her humanity: ‘Sometimes I tell them: ”We’ve all been on different journeys. 
I’ve also been on a journey. Some days I’m really sad about things that are going on and 
you guys are going to feel the same.”’ In a similar way, participant three appears to use 
humour as the methodology by which he humanises the learning experience ‘I think 
there are some elements that have a universal appeal to people….I tell stories, I tell 
jokes…I find humour enables a personal connection’ 
In keeping with this adaptation, these educators also show themselves to be generous in 
terms of their willingness to offer individualised assistance to students and, in so doing, 
they create a reputation for accessibility and approachability amongst the student body. 
Participant five explains how less power-distance seems to work well for some ethnicities: 
‘I think students from different cultural backgrounds are a little more used to, in some 
cases, mentoring styles’. These individualised student conversations, in turn, are said to 
help these teachers build up a more complete picture of expectations, challenges and 
academic mores of the cohort, thus building a sense of affinity and, in a more practical 
way, assisting teachers to apply business examples that are resonant. According to 
participant nineteen ‘Some of these groups you have an understanding or affinity with, 
but some you need to learn needs and you must be open to this’. Individualised 
attention does not always mean an empathetic hearing, however, as participant twelve 
intimates; ‘Forthright discussions work’. Again, interviewees suggest that it is the 
willingness to take the time to provide individualised guidance (regardless of whether 
this is in a positive or more critical frame) that is a key to enhancing the quality of the 
student-teacher relationship in order to enhance the likelihood of student success.  
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Concern for pastoral needs 
The encouragement of a heterogeneous cohort into the university system, has 
encouraged a ‘long tail’ according to participant sixteen. She maintains that relaxed 
entrance requirements have meant an increase in social problems and mental health 
issues amongst students which, in turn, has required greater pastoral care capacity in 
lecturers. More ‘at risk’ students, both academically and socially has appeared to place a 
greater burden on academics to provide individual mentoring in an effort to resolve 
these often complex issues: ‘the lower you go in terms of your entrance, you start to see 
people with behavioural problems, with a lack of respect, you see people with mental 
health problems and you have to deal with this’ (P16). Growing class sizes across the 
university sector were cited (P21) as a further complicating factor in addressing these 
remedial needs by reducing the opportunity to tailor learning to individual groups or 
students.  
I’m not saying you can’t teach large groups successfully, but all of those methods I’ve 
been describing to you that work well with cultural diversity, suddenly it’s just 
overwhelming when you get to those sizes and I’m not quite sure where you go in 
balancing both demands…the widened participation is easier to cope with when there’s 
the possibility of tailoring your teaching and when you get to a certain size that becomes 
compromised and the bigger the size, the more people just get lost in the crowd  (P21). 
So it would appear that these gifted educators feel that their ability to offer the pastoral 
and academic guidance that is required by many students in a widened participation 
environment is inversely proportion to the size of the cohort under their tutelage.  
5.4 Engagement 
Engagement: ‘To pique interest in these students is the fertiliser within which learning can 
occur’ (P1) 
A particularly dominant theme amongst these educators was the importance of creating 
conditions in order to let learning flourish. Perhaps the most important of these 
‘conditions’ was the ability to engage the cohort. Each and every one of these skilled 
educators called on a raft of techniques to create an engaging learning environment. 
With one voice, they maintained that engagement is a prerequisite upon which learning 
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is predicated and believed that, due to previous unsatisfactory learning experiences for 
many in this cohort, learning activities need to be designed to entice students to ‘buy-in’ 
to education again. In particular, one participant (P14) suggested that he utilised 
engagement to overcome mere presenteeism and, in so doing, combatting the apathy 
that is often endemic in higher education learning. Further to this point, participant seven 
made the point that a willingness to understand the cohort was commensurate with a 
desire to engage. 
Interviewee eleven makes a telling contribution to this issue, when he aligns the 
expectations that the lecturer has of the students, with the demeanour that the educator 
projects via his or her own behaviour: ‘To be engaging as a teacher, you have to be 
engaged; to be motivating, you have to be motivated’. He believes that students are 
highly attuned to authentic enthusiasm for the subject matter on the part of the lecturer 
and finds passion in the classroom to be contagious. 
For this sample it would appear that effective learning is dependent upon student 
engagement ‘Good teaching involves the coalescing of the curriculum with the creation 
of conditions for learning to occur’ (P1).  
I find to engage with them, the traditional concept of lecturing doesn’t work so you really 
have to make that effort to engage with them and engaging them is not just delivering a 
lecture – it’s about breaking up your lectures, having question and answer sessions, doing 
practical problem solving, relating what you are doing to the real world (P7). 
Aligned to this notion of engagement was a second personal characteristic said to be 
found in excellent lecturers; ‘the ability to inspire and motivate’ (P16). This implies two 
facets of excellence in pedagogy: the ability to hold attention of students and, once it is 
held, the ability to encourage action as the benefits of that action have been conveyed 
and appreciated by the recipients. One respondee makes the salient point that 
motivation is particularly difficult if the lecturer has no idea as to what the student 
aspires. 
When questioned about the characteristics of an excellent teacher, one participant 
opined ‘A good entertainer, in a couple of words’ (P12). This view, however, was not 
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widely supported by this group without significant qualification. According to participant 
six ‘I think I’ve tried to make it interesting and entertain them, although it’s not 
entertainment for entertainment purposes, but to entertain them to get them involved 
with the process’. A number of these teachers pride themselves on being pedagogic risk 
takers, and pushing the boundaries, especially in regard to strategies for engagement: ‘I 
always find innovation in teaching really interesting, because someone might come up 
with something and you are, like, well, hey, I’ve been doing that for two years but it’s 
brand new to them’ (P5).  
This respondee speculated on the lack of innovation in teaching amongst her colleagues 
and felt that pressures of the multiple roles in which an academic participates was largely 
to blame: ‘Increasingly, I see it because if people stick to the status quo, this is their way 
of being efficient in their teaching to allow them to do other things well’. Another 
participant saw the environment and systems within universities as not particularly 
encouraging of innovative teaching practices ‘…but in terms of a curiosity for different 
types of pedagogy and then being willing to take the risk, you are running the risk of 
being donked over the head!’ (P21). 
So whether it be for reasons of multi-role stress or the organisational disapproval of 
pedagogic invention, this group gave the distinct impression that an innovative, 
engaging approach to their teaching craft was not well supported or applauded within 
the university walls. In essence, they believed they had their backs to the wall in 
defending their teaching modus operandi of risk-taking innovation for heightened 
engagement ‘So, in a way, there is a force which makes you choose efficiency over 
pedagogy, when you would just like to do pedagogy’ (P21). 
The sheer breadth of diversity present in widened participation auditoriums and 
classrooms appeared to pose a challenge for a number of the respondees in this study. 
Quite simply, when faced with such a complexity of races, ages and family backgrounds 
even these skilled practitioners struggled in finding activities and assessments that 
creates resonance with all members of the cohort. As participant eleven humbly reveals 
‘…and the heterogeneous classroom is the most difficult to teach anything to – anything. 
Because, engaging students, you need lots of tools and sometimes I have failed. I cannot 
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engage everyone and this is my failure’. Moreover, the internationalisation of the cohort 
has moved further away from the cultural profile of the lecturer themselves, demanding 
that the educator overcomes a lack of natural affinity with the group that they are 
teaching in order to establish rapport. Fulfilling group work requirements within a unit of 
study was also problematic according to a number of respondees as the creation of 
intercultural clusters with little or no experience of working together had the potential to 
generate difficulties in communication and performance expectations: 
We are seeing a lot more problems with people in groups, in teamwork situations, team 
projects and so on, so I find that during a semester you spend a lot of time trying to help 
students experiencing integration problems with other students in teams…it takes a lot 
more energy, a lot more commitment (P5). 
Many of the academics surveyed are convinced that the range of preferred learning 
styles has grown in response to the widening of participation within their university 
environment and this, in turn, puts pressure on the educator to add more variety to their 
teaching than ever before. In particular, massified cohorts were said by some 
respondents to be better engaged by tactile, kinaesthetic and learning-by-doing 
activities. Unfortunately, when concepts like the flipped classroom were introduced to 
respond to this preference, learners that responded best to a didactic teaching style 
became alienated! 
There was significant agreement across the sample as to the importance of heightened 
engagement in order to effectively teach a highly diverse cohort in higher education. 
Consequently, the respondents showed a unanimous enthusiasm to reject the strictures 
of a traditional one way didactic approach in favour of a flight to active and varied 
learning philosophies. In fact, one participant, much to her chagrin, acknowledged that 
she was ‘guilty of trying to be a sage on the stage’ (P14) during the early part of her 
teaching career. So, universally, these teachers have come to the conclusion that turning 
the educational compass from ‘teaching’ to ‘learning’ via a more participatory approach 
is desirable. This adaptation takes a number of forms as it is acted out by this sample. 
Firstly, even in a lecture environment, these educators have found that demanding active 
learning of their students (typically, by forming pairs or small groups to consider an issue 
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or case) has helped to captivate student interest and assisted participation rates. Thus, 
diversity and passivity appear not to be happy bedfellows. Furthermore, a number of 
participants report that a technology rich classroom environment seems to transcend 
diversity and breed engagement in the cohort. These respondees suggest that hand held 
devices, due to their ubiquity and somewhat compulsive use are ideal instruments of 
engagement, particularly when paired with a platform enabling shared poll results, for 
instance. 
Secondly, participants of this study have made significant modifications to their teaching 
techniques by introducing variety into the activities asked of their students. Anecdotally, 
it would seem this can be attributed to the broad range of learning styles now present in 
non-elite university cohorts, short attention spans and not unreasonable contemporary 
student expectations that a teacher is engaging. In the words of participant ten, 
educators now had to offer ‘something for everybody’ suggesting a renewed focus on 
student learning needs amongst this sample. 
5.5 Summary of findings 
The plethora and variation of research surrounding the characteristics of excellence in 
higher education points to the complexity and contestability within the field, suggesting 
a particularly challenging phenomenon to be understood. The findings of this research 
project seek to locate characteristics of teaching excellence within a widened-
participation environment. These results suggest that the factors of diversity that are 
applicable to teaching in this environment may be clumped around seven major themes; 
academic, cultural, familial, socioeconomic, life-stage, learning style and motivational 
diversity. According to these celebrated educators it would appear to be the 
heterogeneity of the cohort that poses significant pedagogical challenges.  
These findings, then, suggest something of the complexity of factors, both in the 
teachers themselves, and in the way that their practice is enacted, that combine to 
produce excellence. Firstly, there appear to be commonalities within the teachers 
interviewed that suggests a preponderance for excellent teaching was likely.  These 
findings suggest an array of dominant personal traits that are exhibited by excellent 
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teachers; egalitarianism, reflexivity, willingness to experiment, enthusiasm and ability to 
engage.  
Similarly, the pathways into higher education teaching of these skilled educators revealed 
significant commonalities; All awarded teachers interviewed spent career-defining time 
periods in non-university environments (either commercial, not-for-profit or 
governmental institutions) which informed and influenced their teaching practice. In 
short, exposure to the ‘real world’ appears to assist teaching proficiency. Secondly, the 
facilitation of knowledge to others appeared to be a significant component in the 
previous roles of these educators, and many felt they were destined to be teachers –  the 
concept of a ‘natural’ teacher clearly emerged from these interviews. Furthermore, these 
teachers appeared to be ‘learners for life’ themselves (a number undertaking further 
formal training in education or SoLT) producing empathy for students who were facing 
similar trials and motivations. Respondees in this project also demonstrated a clear 
affinity to groups or individuals struggling to maintain equity in society, and this 
appeared to assist the appreciation of the challenges facing many of the students they 
encountered. Lastly, these noted educators exhibited a love of and dedication to 
pedagogy per se, and demonstrated this via a competence to teach across a range of 
topics or courses. 
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Chapter 6: Discussion 
6.1 Introduction 
As noted in Chapter 4 of this thesis (Research Design) Grounded Theory was utilised as a 
methodology for this project due to its ability as a generator of new theory (Glaser & 
Strauss, 1967) and, in particular, to fulfil the stated objective of the development of a 
conceptual model which helps to explain the phenomenon at hand. It was hoped that the 
simultaneous inductive-deductive approach to the data analysis would act a catalyst for 
theory generation in an arena where no conceptualisation currently exists. Consequently, 
this chapter will be structured around the construction of that overarching model; a 
model that attempts to conceptualise the relationship between massification in the 
higher education sector and the response to this environment via the enactment of 
teaching philosophies and strategies of award-winning educators in business. This 
categorization extends the Horan (1991) schema which differentiated between 
personality, on one hand, and the behaviours/techniques evidenced by high-performing 
educators on the other. The associated theoretical constructs outlined here together 
represent a unique contribution to knowledge within the higher education pedagogy 
field as, for the first time, teaching excellence is being viewed through a lens of the 
specific environment in which it is enacted; an Australian widened-participation 
environment that is now beginning to dominate the university educational landscape. 
This thesis proposes the phrase context mediated pedagogy to identify this phenomenon. 
6.2 Significant agreement 
Thompson, Locander and Pollio (1990) suggest that there is significant merit in data 
analysis which attempts to uncover similarities and differences of the participants. The 
iterative comparisons encouraged by the Grounded Theory methodology allowed intense 
scrutiny of the similarities and differences between the teachers and their approaches to 
teaching thus developing new theory through the investigation. As this study does not 
approach the phenomenon from a positivist perspective, no hypothesis to be proved or 
disproved was utilised. However, the nature of qualitative research is that the investigator 
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cannot help but speculate as to the probable outcomes, without making those thoughts 
explicit. 
Prior to this project commencing, this investigator would have speculated that there 
would be many different forms of teaching excellence; that, pedagogically, there were 
many ways to ‘skin the learning cat’. This turned out to be not the case in that, time after 
time, consistent themes were elucidated by the participants and overwhelming 
similarities were encountered in terms of their approach to teaching. Likewise, in the 
analysis of the diversity within a widened-participation higher education environment, 
the nature of the challenges to teaching effectiveness were reiterated numerous times 
and the dominant themes were quickly evident as agreement was rife. Certainly, 
strategies employed by these award-winning teachers did vary from teacher to teacher 
but had, at their heart, common objectives. Thus, an accounting educator (P7) used 
current company annual reports to assess organisational wellbeing, whereas a marketing 
lecturer (P3) invited a guest speaker to discuss strategic planning in class. The goal 
however, in both cases, was engagement via a mechanism of authenticity, with different 
disciplines lending themselves to alternative approaches.  
These similarities also extended to the educators, themselves. They displayed some 
commonalities regarding pathways into their teaching role, the personal traits that they 
brought to bear on their teaching practice, their motivations and they appeared to share 
similar educational philosophies in many instances. Interestingly, they were all able to 
articulate their teaching philosophies and pedagogic strategies clearly and succinctly, 
evidence that these skilled educators had spent considerable time dwelling deeply upon 
their teaching craft in higher education. 
This widespread agreement between the participants on the practices and characteristics 
that constitute excellence, allowed the data to be readily generalised into oft-repeated 
themes, thus permitting the development of a conceptual representation of the factors 
influencing teaching effectiveness amongst a non-traditional cohort. 
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6.3 The nature of the widened-participation environment 
6.3.1 Understanding the dimensions of diversity that impact upon pedagogy 
This research project is not an investigation of diversity in our universities per se. Rather, 
it is a study that, in part, seeks to explain the parameters of diversity that describe the 
widened-participation environment in which these outstanding educators ply their trade; 
in short, the dimensions of diversity in an inclusive organisation that impact teaching to 
that cohort. These factors, as revealed in the findings chapter, have been categorised as 
those depicted in Figure 8. 
 
 
 
 
 
 
 
 
 
 
But, if this model conceptually describes the dimensions of diversity in Australian 
business schools set within a widened-participation environment in 2016, what then of 
the teaching environments in other scenarios? In particular, how might teaching 
environments in an historical or traditional setting be described vis a vis this 
conceptualisation, and how, then, would contemporary non-widened-participation or 
elite institutions in Australia compare? 
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Figure 8: Dimensions of diversity of relevance to pedagogy  
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6.3.2 Historical conceptualisation of diversity within universities 
Pierre Bourdieu (1979) elucidated extensively how, traditionally, universities had 
maintained and reproduced social inequality via the highly selective process used to 
allow students entry into these institutions. A particularly homogenous cohort was 
created within universities the world over which was not representative of the societies 
that they served. In essence, diversity in universities was historically denied, and controls 
on the number of places available at these institutions maintained a state of elitism in the 
provision of formal knowledge. To quote Bourdieu on this issue: 
The very existence of classes … is a stake in a struggle. And this fact undoubtedly 
constitutes the major obstacle to a scientific knowledge of the social world and to the 
resolution of the problem of social classes. Denying the existence of classes, as the 
conservative tradition has persisted in doing for reasons not all of which are absurd (and 
all research done in good faith encounters them on the way), means in the final analysis 
denying the existence of differences and of principles of differentiation. 
(Bourdieu, 1998, p. 636). 
Bourdieu’s (1998) reference to the denial of diversity is particularly relevant in the context 
of this thesis, as the project attempts to define the nature of the environment in which 
teaching in Australian widened-participation universities now takes place. While the 
quantification of historical teaching environments is not within the scope of this 
exploratory study, it is clear from commentators such as Bourdieu that a lack of diversity 
was a dominant characteristic of the cohort within a traditional university. From both 
educational commentators such as Bourdieu and anecdotal evidence from the 
participants of this study we can surmise that, in Western society at any rate, traditional 
university cohorts were generally Caucasian from a middle-high social standing, 
possessed a family history of university attendance and generally matriculated directly 
from school to university. Furthermore, the traditional university student was typically 
able to learn didactically, was generally from an educated family and with a clear 
understanding of potential future career paths. Very low participation rates in the general 
population and high barriers to entry are a feature of this epoch of students. This 
traditional university student body that Bourdieu (1998) articulated is considered an 
homogenous cohort from a diversity perspective as it is characterised, conceptually, at 
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least, as having far less breadth of diversification than that found within a widened-
participation university in Australia in 2016. 
While this is, by its very nature, a gross simplification of the environments past and 
present, it does serve to illustrate, conceptually at least, the very different cohort 
characteristics that present in front of educators. At this juncture, it may be valuable to 
attempt to define the various terms used to describe the phenomenon at hand, as this 
proves instructive in understanding the make-up of the student body. In this way, the 
term that best encapsulate the true nature of this educational juggernaut of a trend can 
be settled upon.  
Most definitions of massification in higher education focus on the greater numbers of 
students enrolling in university qualifications. Indeed, Trow’s (1973) definition nominated 
15% of the population as the transition point between ‘elite’ to ‘mass’ higher education. 
But this simplistic ‘raw numbers’ definition of massification does not encapsulate the 
complexity of the phenomenon. As Dias, Marinho-Araújo, Almeida and Amaral (2011, p 
4) describe it: ‘social arguments led to policies aimed at stimulating an overall, 
homogeneous increase in higher education enrolments. This period can be characterised 
as being driven by a “more is better” approach to accessing HE’. But the vast growth in 
student enrolments was not simply an escalation in the numbers of the same type of 
students as previously; this trend ushered in new types of students in many and various 
ways. After all, most ‘elite’ students were already attending universities as was permitted 
by their familial enculturisation and social status. Driven by life aspirations and 
encouraging government policies a new wave of students has now embarked on the 
quest for credentials in higher education.  
Consequently, the term ‘Massification’ does not convey the remarkable diversity that is 
implicit in the growth in student numbers in higher education; the phenomenon is not 
confined to solely greater numbers of university students, but greater numbers of 
different students to those traditionally inhabiting lecture halls. Through this mechanism, 
the two great goals of this educational revolution have been able to be enacted; A socio-
cultural perspective that champions the role of education as an emancipator of social 
classes hitherto precluded from participation in the prospect of better lives through 
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Figure 9: Conceptualisation of democratised massification: Australian HE perspective  
knowledge; and a socio-economic perspective that suggests that wider participation in 
higher education garners higher overall economic benefits for society as a whole (Dias et 
al., 2011). 
The bequeathing of the advantages of education through the social strata that 
characterise this educational phenomenon are probably best represented by the term 
‘democratisation’. This is closely aligned to the phrase ‘widened-participation’ used 
extensively throughout this thesis and, also, in the narrative used by some universities to 
describe the nature of their access policies and subsequent cohort. As Dias et al. (2011) 
points out, though, democratisation of higher education has been incompletely enacted: 
‘This suggests that the so-called democratisation of academic access has only been 
partially achieved. Indeed, only a small percentage of applicants from modest social 
backgrounds have access to institutions and degrees with high social prestige’ (p. 3). 
 
 
 
 
 
 
 
 
 
Thus, the phenomenon can be classed as the simultaneous massification and 
democratisation of higher education which creates institutions of widened-participation 
through greater access for the members of the community in which it serves. Perhaps the 
phrase ‘Democratised Massification’ conveys best both the rapid surge in enrolments in 
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higher education while giving an insight into the nature of that growth in terms of cohort 
composition. 
It is precisely this process of democratised massification of higher education that gives 
rise to the seven dimensions of diversity of relevance to pedagogy revealed by this 
research.  
6.3.3 Contemporary conceptualisation of diversity across universities 
Another oft-used term in the massification literature is that of the elite university; those 
exclusive organisations said to inhabit the upper echelons of the higher education 
hierarchy. To discriminate between these and other institutes, Naidoo and Jamieson 
(2005) adopt the nomenclature of ‘elite’ and ‘subordinate’ universities. While this 
suggests something of a binary phenomenon (which is probably not the case) the 
distinction does serve to assist in characterising the ends of the continuum of the 
positions taken by institutes in the marketplace. Elite universities can and do protect their 
reputational positions, and in so doing, insulate themselves from the full brunt of 
democratisation. Teichler (1998) offers a historical perspective on the way in which it was 
believed that democratisation of higher education would play out: 
When 'mass higher education' became a focus of debate in the 1960s and early 1970s, 
experts agreed that the growing number of students is bound to lead to diversification in 
motives, competences and job prospects. The 'non-traditional students’ were viewed to 
be less well prepared for study in the classical mode, were less motivated towards 
academic 'pursuit of knowledge for its own sake' and more technologically oriented...and 
many of them had to be helped to prepare themselves for sectors of employment, and 
rankings in the occupational hierarchy traditionally outside the domain of graduates. 
Institutions of higher education were expected to respond to this challenge by a mix of 
self-adaptation to the changed composition of the student body and of special measures 
aimed at making the non-traditional students more similar to the traditional ones and, last 
but not least, by a growing division of labour among the institutions in catering for their 
respective student bodies (p. 22). 
While this speculation probably seemed reasonable at the time it would appear that 
some universities were unwilling to demonstrate the ‘self-adaptation’ suggested by 
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Teichler (1998) and, it could be surmised, had little motivation in making ‘non-traditional 
students more similar to the traditional ones’. Teichler’s last assertion, that we would see 
a ‘growing division of labour among the institutions in catering for their respective 
student bodies’ (p. 20) was closer to the mark in terms of impact, as institutes eaked out 
a variety of hierachical positions, dependent on their reputation and resources. As 
massification marches on, so universities seek to differentiate themselves and their 
offerings and a multilayer stratification of status is believed to have taken place. Indeed, 
Marginson (1999) describes Australian Universities via five categories (Sandstones, 
Redbricks, Unitechs, Gum Trees and New Universities) in which the membership of each 
group share similarities in terms of income, reputation, entry credentials and cost.  
Consequently, cohorts comprising ‘traditional’ students appear to have remained 
generally intact in some of the higher education institutions, namely in the Sandstone 
Universities in the Margison (1999) categorisation (Figure 10).  
 
While generalisations are problematic,  universities considered to be at the top of the 
university hierarchy in Australia exhibit quite a traditional mix in terms of student 
composition. As Marginson (1999) points out: 
Though upward movement (of students) occurs, not many students pass from bottom to 
top, and a hierarchy of institutions does not really expand (student) choice. Few (students) 
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have the money or marks to choose ‘elite’ universities, while the wealthy and successful 
are unlikely to choose low status alternatives. In such a system the quality of the elite 
institutions and the educational advantages enjoyed by their clients are secure specifically 
by subordinating other institutions and their clients (p. 14). 
Thus, diversity is not even across institutions of higher education, a characteristic Naidoo 
and Jamieson (2005) lay at the door of consumerism in the educational sector:  
…consumerist levers will have an unequal impact across the higher education sector. 
Within the field, universities will be placed in a hierarchy structured by the distribution of 
academic capital and their associated reputational capital (Brown & Scase, 1994), which 
will determine their degrees of autonomy from political and economic fields. While all 
universities will be influenced by consumerist mechanisms, their position in the ‘field of 
university education’ will determine to what degree the former penetrate and restructure 
core university practices. Universities that are in the upper levels of the hierarchy with high 
levels of academic, reputational and financial capital are likely to draw on superior 
resources to engage in practices intent on conserving the academic principles structuring 
the field of education, thereby maintaining their dominant position. Institutions in a more 
vulnerable position in the field are more likely to experience the forces of consumerism in 
pristine form (p. 271). 
Elite universities, then, are more likely to exhibit the homogeneous nature of a traditional 
cohort. Perhaps narrowed-participation universities may be an appropriate label given 
the student population in this environment. While the quantification of the width of this 
diversity is beyond the scope of this study, it can safely be predicted that some of the 
dimensions of diversity teased out by this research project within a widened-participation 
environment are not simply reduced uniformly when applied to an elite organisation. For 
instance, elite or Sandstone organisations continue to exhibit very tight control on 
academic entrance criteria and, in so doing, largely deny diversity of this facet within 
these institutions. In other areas, such as cultural diversity, perhaps, diversity may be 
encouraged as it poses no threat to reputational status of the elite institute. While this 
thesis is exploratory rather than comparitive in nature, Figure 11 provides a comparison 
of dimensions of diversity that impact on pedagogy between an elite and ‘other’ 
universities. While this data does not cover off all seven dimensions of diversity identified 
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Figure 11: Diversity in Australian higher education: elite v ‘other’ institutions. Source: Compiled 
from ACER research briefing, 2013 & King, Luzeckyj, McCann & Graham, 2015.  
within this study, it does tally quite closely with five dimensions; academic diversity; 
cultural diversity; life-stage diversity; socioeconomic status diversity and familial 
enculturation diversity. Given the trends described in this radar plot (Figure 11), it can be 
anticipated that the discrepancy between widened-participation universities and elite 
universities would be even greater. This implication, should  it be borne out by future 
research, describes the size of the challenge in teaching in a subordinate university, and 
the essentially unique pedagogic environments encoutered within each type of 
institution. 
 
 
 
Consequently, the widened participation universities at the lower ends of the institutional 
hierachy (‘experiencing the forces of consumerism in pristine form’, according to Naidoo 
and Jamieson, 2005, p. 271) face a double challenge. Not only does their diverse cohort 
demand more in terms of support services, academic attention and retention initiatives, 
but they generally do not have the financial capital to bring to bear on these issues: 
’What this means is that the consequences of consumerism are likely to be felt more 
strongly at the more vulnerable institutions which admit students from disadvantaged 
backgrounds’ (Naidoo & Jamison, 2005, p. 271). A useful metaphor here may be that of 
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the stages of a balloon inflation. When the breadth of diversity is low, the surface tension 
upon the institution is relatively low and the balloon is a robust, intact entity. As 
heterogeneity of cohort increases, and diversity becomes wider across many parameters 
then the pressure of that width exerts greater and greater surface tension as the 
organisation comes under increased burden to service that diversity adequately. This 
author would argue that elite universities face lower student pedagogic support costs 
due to a narrow student diversity, allowing funds to be funnelled back into their core 
activity of research. This, in turn, solidifies their position and reputational status and, 
ultimately, drives student demand. 
Ironically, this demand may be misplaced when considered from a purely teaching 
perspective. Writing in The Age, Newman (2015) provides compelling evidence that 
research-intensive universities are, overall, poorer at teaching; ‘In other words, the status 
of our universities is almost completely unrelated to their ability to educate students (italics 
added)’ (Newman, 2015). Principal research fellow at the Australian Council for 
Educational Research, Daniel Edwards, agrees stating ‘Existing research-based rankings 
discourage universities from focussing on teaching’ (Newman, 2015). In a damning 
indictment of both ranking lists and the response of universities to these rankings, 
Andrew Norton of the Grattan Institute confirms the reason for this idiosyncrasy 
‘(Rankings) create a lot of status-seeking behaviours amongst universities which I think is 
not particularly productive. Universities try to game particular indicators that do well in 
the rankings, rather than doing what they think is actually right for a particular student 
cohort’ (Newman, 2015). Marginson (2007), too, points out the inherent scientific 
research bias in the ranking process: 
Each ranking system norms particular notions of higher education and its benefits and 
effects. In the Jiao Tong universe, higher education is scientific research. It is not teaching 
or community building or democracy or solutions to local or global problems. In the 
Times Higher Education Supplement universe, higher education is primarily about 
reputation for its own sake, about the aristocratic prestige and power of the universities as 
an end in itself, and also about making money from foreign students. It is not about 
teaching and only marginally about research. To accept these ranking systems is to 
acquiesce at these definitions of higher education and its purposes (p. 138). 
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Comparing the university status categorisations offered by Marginson (1999) with both 
the Good Universities Guide star gradings and the number of National teaching accolades 
awarded to universities, it can be seen that none of the prestigious Australian universities 
(dubbed ‘Sandstone’ and ‘Redbricks’ by Marginson, 1999) evidence high standing in 
teaching. As Marginson (2007) points out:  
Rankings divert attention from some central purposes of higher education….in fact there 
is a serious danger that the incentives triggered by rankings will detour universities from 
the renovation of pedagogy and curricula, which will not show up in the rankings position 
(p. 140). 
The age of neo-liberal policies and democratised massification has caused widened-
participation, low-reputational universities to fling open their doors to a cohort whose 
diversification has never been experienced in university circles before. Whether it be the 
spread of academic abilities or the academic motivations present in the classroom, across 
all of the seven dimensions of diversity identified as impactful to pedagogy, 
heterogeneity is rife. This poses a myriad of challenges to educators within this 
environment, and gives rise to a particularly demanding teaching situation predisposed 
to the ever-present retention rate quandary. Despite this difficult teaching environment, 
teaching performance appears to be acknowledged as an important task within many of 
these institutions, even though rewards for teaching excellence (in the form of 
promotion) may be perceived as low. 
Pierre Bourdieu died in 2002 before he could witness the full force of democratisation 
brought to bear on universities that is being played out today. In Bourdieuian 
terminology, it could be said that the expected habitus (Bourdieu, 1979) of an individual 
can be challenged and dismantled through the democratised massification phenomenon. 
This has been permitted as one of the key mechanisms which supported the 
reproduction and domination of social hierarchies, the universities (according to 
Bourdieu, 1979), are in the midst of a transformation, the like of which has never been 
seen before. In this way, the democratisation of higher education can be considered a 
quiet yet socially influential revolution, bringing the benefits of educational capital 
(Bourdieu, 1979) to millions worldwide. 
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It is the contention of this author that, in a historical university environment, there was a 
compatability between the prevailing homogenous student group and the way in which 
they were taught. Retention rates were higher than they are currently, and the didactic 
passive lecture-style delivery was both efficient and effective from a credentialing point 
of view. Lecturers taught as they, themselves, had been taught, and the student cohort 
was highly atuned to success through ‘read/write’ learning expertise (Fleming, 2014) or a 
‘linguistic’ preferred learning style as Gardner (1983) termed it. Consequently, a stable 
pedagogical alignment existed between teaching practice and the cohort being taught. 
This infers that the teachers, themselves, and the teaching strategies that they brought to 
bear (typically characterised by Dall’ Alba, 1991, as teaching as transmitting information 
or ‘chalk and talk’ in pedagogic vernacular) were appropriate and acceptable within the 
context of an elite university cohort. With particular reference to universities, Bourdieu 
(1990) referred to this type of equilibrium situation as ‘doxic’; a harmonious situation 
between the habitus and the agents within it. Thus, the social arrangement that this doxic 
state maintained appeared to be simply the natural order of things and students were 
largely able to reproduce their parents’ hierachical position in society. This thesis throws 
new light on states of doxa within higher education pedagogy by suggesting that the 
traits of teachers and their strategies for teaching are responsible for the alignment (or 
fit) of these factors to the width of diversity within the educational context. Consequently, 
didactic teaching styles were acceptable within universities of old because of the rarified 
characteristics of the student cohort. This can be seen as ‘pedagogic doxicity’; an 
alignment between the narrow-participation environment and the way in which teaching 
was enacted. 
Students raised into this priveleged social context, according to Bourdieu (1990), tend to 
largely fulfill the expectations of their lecturers and are ‘docile’ to the transmissional 
teaching style offered. In contrast, underpriviledged students, less familiar with patterns 
of behaviour expected within higher education, are the source of challenges to educators 
as they defy the norms of the student profile.  
But this phenomenon of pedagogic alignment to an homogenous cohort being taught is 
not simply one that can be observed through a historical lens as it appears elite 
universities may be thought of as being doxic in nature, too. Thus, the narrowed-
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participation elite universities show considerable similarities to traditional universities. 
This thesis argues that the narrowed diversity present in contemporary elite universities 
does not demand the range of teaching strategies (or even range of teacher 
characteristics), due to the competence and academic enculturisation of the cohort. Thus, 
fit between teaching, teachers and the environment can be achieved at a more 
constrained level. 
6.4 The student cohort 
Following analysis of the findings from this project, it can be seen that significant 
diversity of cohort and a continually growing diversity within that cohort poses teachers 
within higher education with formidable new challenges. On one hand, the nature of 
instruction at university is predicated around efficiencies derived from economies of 
scale. Indeed, the secondary data included in section 2.2 reveals that efficiency drives, 
expressed through student per teacher ratios, are getting progressively greater. On the 
other hand, greater diversity creates a greater need for individualised attention in 
students. The much derided ‘teaching to the middle’ ethos forced on school teachers for 
many decades, has now come to roost in university lecture theatres as educators attempt 
to juggle vast class sizes and students that are clearly unable to cope in a ‘one size fits 
none’ educational environment. Having provided a thorough analysis of the 
characterisations of diversity encountered in widened participation environments in 
section 5.1, it may be illuminating to summarise (Table 10) the potential width of student 
diversity of a typical cohort member via a student profile:  
Table 10: Dimensions of Diversity 
 Description of Diversity: Implications and Adaptations for Education: 
Academic 
diversity 
 
Participants report highly 
variable academic 
preparedness (often due to 
multiple pathways into 
university) in students. 
Students demonstrate highly 
variable academic capacity 
due to the wide admittance 
policies in widened-
Transition to the rigors of university scholarship may prove 
problematic, particularly against a backdrop of retention 
demands. Lack of homogeneity means cohort cannot be 
taught at a common level. Both time-consuming remedial 
and extension actions may be required with bored and 
overwhelmed students existing side by side. Students may be 
challenged by higher order thinking such as problem solving 
and conceptualisation, especially in advanced courses. 
Teachers may need to increase availability and accessibility 
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 Description of Diversity: Implications and Adaptations for Education: 
participation universities 
(e.g. ATAR scores). Low 
academic curiosity in some 
students and significant 
potential for low academic 
confidence due to past 
failures are also features of a 
widened-participation 
cohort. 
to students, and conduct regular ‘pulse taking’ in class. 
Cultural 
diversity 
 
Cultural background width 
implies variability in 
educational expectations 
and norms that are far 
removed from a Western 
first world perspective.  
The educator may experience difficulty in creating resonance 
in classroom due to a wide range of backgrounds but 
international flavour of cohort aids global perspectives. 
Teacher communication expectations of higher education 
students may be alien to some members of the cohort. 
Communication, both written and spoken, may result in 
international students underperforming due to 
comprehension and transmission. Cultural differences may 
make student group dynamics problematic at times. Extra 
sessions may be required to pre-empt challenges, and 
central university support services have a significant role to 
play. 
Familial 
enculturation 
Unfamiliarity with academic 
expectations and an 
unawareness of the way in 
which universities function 
may lead to transitional 
shock for some in the 
cohort. Family support and 
encouragement for the 
educational journey may be 
absent and family dynamics 
may further inhibit focus on 
academic work. 
Additional academic support may be required in the initial 
explanation of norms and expectations. O’Shea (2015) 
reports the likelihood of students feeling out of place and a 
sense of fraud in the new environment. Consequently, 
academic confidence of students may need to be enhanced 
through praise and empathy during the early stages of the 
university career. Specifically, capacity for academic resilience 
may be required to be built in some members of the cohort, 
and higher level individual cognitive skill building may 
demand the attention of the educator. Adequate intense 
scaffolding, particularly of assessment tasks, may be required 
if students are not to be left behind. 
Socio-
economic 
Wide variations in socio-
economic status appear to 
The ownership of textbooks and enabling devices is likely to 
be affected by financial constraints, creating a discrepancy 
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 Description of Diversity: Implications and Adaptations for Education: 
status 
 
be hallmarks of a widened-
participation cohort. 
Institutions have a greater 
number of low 
socioeconomic status 
students. 
between the ‘haves’ and ‘have nots’ in the class and possibly 
harming student outcomes. Without family financial support, 
low SES students may be forced into reducing time spent at 
university and on academic tasks due to pressure to work in 
order to fund progress. Consequently, quality of work may 
slip and educators may be called on to offer extra assistance 
and/or time extensions to allow the student to balance 
competing demands. Low SES families may also not be able 
to provide a home environment conducive to strong study 
habits. 
Life Stage 
 
This project highlights the 
increasing complexity of the 
lives of university students in 
widened-participation 
environments, together with 
a very wide range of living 
situations. In contrast to a 
traditional homogenous 
cohort of school leaver 
students, a typical 
undergraduate class may 
span upwards of forty years 
of age range. Reasons for 
embarking on university 
study may be wide; students 
may be using education to 
kick-start a new career; to 
facilitate a return to the 
workforce following 
parenthood or purely for 
interest in retirement.   
 
A wide range of ages and experiences within the cohort may 
pose challenges to educators in terms of creating resonance 
with the student body. For instance, examples from the 
business marketplace that are familiar to a wide age group 
may be difficult to find, and flexibility may be necessary in 
the selection of case studies and authentic examples. This 
lack of common experiences may result in difficulties in 
student engagement, and may demand a more tailored 
approach to academic tasks (e.g. offer student choice (self-
selection) of an organisation for analysis within an 
assignment). Variety in learning tasks is a further response to 
life-stage diversity, as the engagement ‘net’ can be cast 
wider if this approach is undertaken.  
Online access to a rich selection of course materials may 
enhance education accessibility, even in a face-to-face 
learning environment.  
Compromised academic focus appears to be a symptom of 
democratised massification, so teachers in the widened 
participation environment need to meet the needs of 
students with delivery modes and methods that transcend 
regular attendance at lecturers and tutorials. Furthermore, 
competing priorities, the result of complex student lives, are 
likely to be a feature of higher education into the foreseeable 
future so issues regarding assessment time extensions and 
special consideration need to be dealt with equitably but 
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 Description of Diversity: Implications and Adaptations for Education: 
with empathy. If this is not the case, retention rates can be 
expected to reduce, as academically un-acclimatised 
students fail to cope with the burden of tough deadlines. 
Learning 
Style 
 
According to the exemplary 
educators in this sample, 
many students within a 
widened-participation 
university appeared to find 
the pure read-write 
disciplines of the didactic 
lecture and textbook-based 
knowledge source 
challenging, and struggled 
to flourish under these 
learning conditions. 
Consequently, a wider 
spectrum of preferred 
learning styles may be 
symptomatic of 
massification. 
 
Educators must be aware of the engagement potential in a 
widened-participation cohort of a range of strategies, and 
experiment with a plethora of activities which tap into 
varying learning styles. Learners engaged by kinesthetic, 
visual and linguistic cues need to be accommodated in 
teaching strategies within widened-participation 
environments to generate active learning opportunities. 
Furthermore, educators must be alert to the dangers of 
‘teaching as you were taught’ when the educational 
landscape has moved on significantly, particularly, it would 
seem, in inclusive universities. As this recommendation is so 
crucial to engagement and, in turn, for learning to succeed, 
an audit of learning preferences (as utilised by one of the 
participants) within the classroom may be worthy of 
consideration to sheet home in the mind of the educator the 
variety of learning preferences present. Educators may also 
need to be adept at explaining key concepts in multiple ways 
to ensure understanding has occurred. 
Academic 
motivation 
 
With both societal 
governmental 
encouragement of non-
traditional students into the 
university environment, a 
greater diversity in the 
reasons for enrolment is 
seen. Students may lack a 
clear career plan for their 
life, so vocational motivation 
may be minimal. And, in a 
hyper competitive job 
market, students may also 
attend university simply 
Skilled educators in a widened participation environment will 
need to explicitly interrogate the motivations and rationale 
for learning within the cohort and attempt to harness these 
to build engagement. This may require some degree of 
individualised approach in students that are struggling (such 
as mentoring), impacting on the time that must be invested. 
The vocational ‘hook’ is particularly valid in this group of 
students, so much emphasis needs to be placed on authentic 
tasks, both in assessment tasks and in course content itself. 
 To further complicate teaching to this cohort, high 
performing students may simultaneously require stretch 
tasks to maintain levels of engagement. As in high schools, 
educational pace (and, for this reason, content volume) 
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 Description of Diversity: Implications and Adaptations for Education: 
through a lack of other 
options. As career switching 
becomes a feature of the 
employment landscape, 
universities fulfil a role of 
credentialing; preparing 
mature students for a 
second, third or fourth 
career. In cases such as this, 
the qualification may be 
more important than the 
learning itself, creating a 
minimalist approach to 
scholarship. Academic 
expectations of students are 
likely to vary enormously in 
the widened-participation 
classroom as is enthusiasm 
for learning. 
becomes an impossible compromise, and some ‘teaching to 
the middle’ is inevitable. Extra classes, greater academic 
‘office hours’ and online/email availability may assist in 
maintaining motivation in lower ability students. 
The variation in expectations of academic performance also 
requires careful management, particularly around group 
activities. This is a difficult challenge to address given the 
highly variably motivation levels present in the classroom. 
One solution may be to group students by grade 
expectation, but this may leave low-grade groups vulnerable 
to failure due to lack of group leadership and drive. 
 
6.4.1 The challenges of low-homogeneity  
This thesis attempts, in part, to explain pedagogic adaptation; how skilled educators have 
crafted their practice to meet the demands of a cohort of quite extraordinary diversity. 
The foregoing discussion summarises the nature of diversity present in a widened-
participation environment and then, using the techniques teased out in this study, offer 
pedagogic responses to the inherent challenges encountered. These responses appear to 
fall into two broad categories. Given that many of these challenges are due to extreme 
variation across the student body, the first concerns attempts to homogenise the cohort. 
Tactics such as mentoring and remedial classes seek to squeeze heterogeneity out of the 
cohort in order to make teaching effectively more feasible. The second, and by far the 
most frequent strategies adopted, are simply efforts to throw the learning net across as 
many of the students as possible. Techniques such as activity variation to take into 
account learning style differences, and more intense scaffolding of tasks attempt to draw 
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in students on the periphery who are in danger of not progressing satisfactorily would 
fall into this category  
The best of these teachers appear to demonstrate both of these techniques 
simultaneously and somewhat without conscious thought – they act naturally to help 
struggling students’ join the pack’, and they are aware when they are failing to engage 
with sectors of the cohort. Perhaps the most salient point in addressing diversity is that 
the educator must care enough to want to assist ALL students succeed, and they must 
also have the strategies in their arsenal to both homogenise and embrace diversity 
through pedagogic techniques. 
Having defined the nature of the cohort in some detail, attention will now be turned to 
those charcteristics that define excellence educators in the higher education realm. 
6.5 Characteristics of excellent teachers 
6.5.1 Nature versus nurture 
This research project revealed four significant domains that, together, appear to 
constitute a useful basis for assessing the characteristics that predispose a teacher for 
excellence. These are; the educational philosophies underpinning the pedagogic 
approach; the motivations driving an individual quest for excellence; the personal traits of 
the educator; and, lastly, the career pathways experienced by the educator. In considering 
these characteristics the oft-asked (but seldom answered) question of nature versus 
nurture is brought into sharp relief. That is, are excellent educators born or made? This 
research suggests that certain life experiences help shape excellence in that philosophies 
surrounding pedagogy develop over time, dependent on stimuli from the environment. 
Likewise, it would appear that some career journeys help develop valuable teaching 
approaches. But, by the same token, some traits, such as a generosity of spirit and the 
capacity to empathise are likely to have their roots in the foundation personality of that 
educator. While in-depth personality profiles were outside the scope of this study (see 
Chapter 8, Future Research Directions), the investigator detected a sense of commonality 
of demeanour in the participants in subjective assessment of personality, with 
characteristics such as warmth, empathy and passion to the fore.  
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For the sake of the overarching model which has developed from this study, the 
characteristics attributable to the educator, themselves, have been depicted as a series of 
interconnected sleeves as shown in Figure 12, and it is these characteristics that give rise 
to the teaching strategies enacted in a higher educational setting.  
In this conceptual depiction, these personal characteristics suggested as being important 
in teaching performance in widened-participation environments are nested in order of 
nature to nurture. Thus, the characteristics most influenced by life’s journey appear at the 
top of the model, with those most influenced by internal ‘wiring’ providing the 
foundations for potential teaching excellence in this environment in the future.  
 
 
 
 
 
 
 
 
 
As an outcome of the findings of this project, this thesis proposes that particular types of 
pathways, educational philosophies, motivations and traits suit a widened participation 
teaching environment as the presence of these characteristics tends to be aligned with 
the demands and requirements of the student diversity encountered (see Figure 13). In 
other words, as a result of the combination of past experiences and personal 
characteristics some teachers are especially effective in helping the cohorts from 
widened-participation institutes learn. By way of an example, applied learning (relating 
theory to the ‘real’ world) appears to create particular resonance with a non-elite cohort 
Pathways 
Philosophies 
Motivations 
Traits 
NURTURE NATURE NURTURE 
Figure 12: Teacher characteristics influential in pedagogical excellence  
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due to its explicit relevance to getting a job. Consequently, academics with wide 
experience in commercial activities in the field of study may be well-suited to creating 
enhanced engagement in the classroom. Similarly, due to the greater need of support for 
this cohort due to a lack of previous academic enculturation, lecturers willing to be 
approachable and accessible (Devlin, Kift, Nelson, Smith & McKay, 2012) are likely to 
enhance student success. Thus, we now have an appreciation of the types of educator 
characteristics that ‘fit’ a cohort of wide diversity, giving rise to an extension of the 
developing conceptual model: 
 
ALIGNMENT OF TEACHER 
CHARACTERISTICS TO DIVERSITY 
MISALIGNMENT OF TEACHER  
CHARACTERISTICS TO 
DIVERSITY 
 
Academic 
Diversity
Cultural Diversity 
Familial 
Enculturation 
Diversity
Socioeconomic 
Status Diversity
Life-stage 
Diversity
Learning Style 
Diversity
Academic 
Motivation 
Diversity
Academic 
Diversity
Cultural Diversity 
Familial 
Enculturation 
Diversity
Socioeconomic 
Status Diversity
Life-stage 
Diversity
Learning Style 
Diversity
Academic 
Motivation 
Diversity
Figure 13: Alignment of teacher characteristics to diversity 
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6.5.2 Philosophical orientation 
Responsibility for teaching to responsibility for learning 
Findings in Chapter 5 of this thesis revealed interesting insights into the conceptions of 
the role these gifted educators felt they fulfilled in higher education. In essence, they 
distanced themselves from the role of teacher (and, even more so, from the sobriquet 
‘lecturer’) preferring to identify themselves with terms such as ‘facilitator of learning’ or 
‘enabler’: ‘I see myself as a co-learner rather than a teacher….a coach, a facilitator, a co-
learner, going with them on their journey and playing a small part in helping them 
achieve their goals’ (P7). It is interesting that, in line with a traditional approach to 
teaching in higher education, the academic levels of ‘lecturer’ and ‘senior lecturer’ are 
endemic in Australian universities. With traditional teaching practices within university 
buckling under the weight of pedagogic research evidence and student preference 
(particularly in inclusive institutions) perhaps now is the time to redefine the academic 
categorisations in line with pedagogic aspirations. 
The foregoing suggests something of the ‘role philosophy’ of this sample in regards to 
education per se. These educators appear to ‘go the extra distance’ by setting themselves 
the objective of achieving learning outcomes for their students, rather than being 
satisfied with simply the didactic delivery of material. This finding aligns strongly with the 
seven ‘understandings’ of Dall’Alba (1991, p. 295), with these excellent educators 
rejecting at least the first two categorisations in favour of inhabiting the higher reaches 
of this ranked construct.  
1. Teaching as presenting information 
2. Teaching as transmitting information 
3. Teaching as illustrating the application of theory to practice 
4. Teaching as developing concepts/principles and their relations 
5. Teaching as developing the capacity to be an expert 
6. Teaching as exploring ways of understanding from different perspectives 
7. Teaching as bringing about conceptual change 
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The excellent educators sampled for this project, between them, exhibit all of the higher 
level teaching conceptions detailed by Dall’Alba; application of theory to practice; 
conceptual development; expert status development; perspective consideration and the 
quest for conceptual change. Dall’Alba (1991) presented these facets of pedagogy as a 
ranked list with educators progression down the rungs of the pedagogic ladder over 
time. The implication here is that educators pass from one category to the next as 
teaching sophistication evolves, leaving behind the other novice understandings within 
higher education. The findings from this research project, however, do not give such a 
linear picture of teaching conceptualisations. Rather, they suggest that these evolved 
educators tend to layer many of these categorisations to build up an overall teaching 
philosophy. For instance, all of these exemplary teachers use teaching as an application 
of theory to practice, despite this approach garnering a mere three on the Dall’Alba scale. 
The idea of the conception that these educators have of the craft of teaching is 
particularly important because, as Prosser and Trigwell (1999) have shown, conception of 
teaching is intimately linked to the approach taken by the educator. Thus, how educators 
think about teaching has a direct impact on the effectiveness of their teaching. The 
implication, here, is that poor lecturers (and they probably ARE lecturers!) may absolve 
themselves of the more challenging task of ‘learning’ in favour of the relatively simple 
task of the transmission of content knowledge.  
When individual learning events are considered, the enhanced scope of responsibility 
that excellent educators display may be overlaid on a long-established model of 
communication, that of Shannon-Weaver (1949). 
 
 
 
 
 
Responsibility for learning (strong widened participation educators) 
Responsibility for teaching (weak widened participation educators) 
Destination  
Information 
Source 
Transmitter 
(Encoder) 
Channel  
Receiver 
(Decoder)  
MESSAGE  MESSAGE  
SIGNAL  
RECEIVED 
 
 SIGNAL  
Figure 14: Responsibility for teaching/learning (adapted from Shannon-Weaver, 1949) 
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Thus, the emphasis of learning over teaching and the responsibility shouldered for this to 
occur is a key indicator of more evolved pedagogic practice (Figure 14). It also suggests 
that these educators display a strong focus on student outcomes over the more 
traditional emphasis on solely lecturer inputs.  
As the sample for this research project is drawn exclusively from Australian business 
schools, it is interesting to reflect on how well established accreditation agencies in 
commerce education consider and foster ‘best practice’ in teaching. The leading 
accreditor of business schools world-wide the Association to Advance Collegiate Schools 
of Business (AACSB) accredits over 700 business schools in fifty countries. To define 
quality measurement in teaching and learning this organisation have developed a 
standard to specifically focus on ‘assurance of learning’. In particular, they pose the 
questions: 
1. What will our students learn in our program? What are our expectations?  
2. How will they learn it?  
3. How will we know they have learned it or not?  
4. What will we do if they have not learned it?  
AACSB, 2015 
This accreditation quality measure dovetails closely with the approach of the skilled 
educators in the project who charge themselves the responsibility of student learning in a 
particularly diverse and challenging environment by focussing on learning outcomes. 
Constructivism and aspirational empathy 
Findings from this study indicate that the skilled business educators from this sample 
invoke the ideals of constructivism into their teaching practice.  Attributed to Piaget, 
constructivism describes how learners use their past experiences as a framework on 
which to construct new knowledge. Piaget suggested that this occurred through 
processes of accommodation and assimilation (Piaget, 1950). According to Wertsch 
(1997), it is critical that educationalist take account of the experiences and background of 
the learner, as it is precisely this that shapes the frame of reference used by the learner to 
create new understanding. Educators in this study went to quite extraordinary lengths to 
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better understand the past experiences of their widened participation cohort and, in 
particular, to interrogate where the ‘student is at’ (P12) in regard to their knowledge of 
the subject. The growing heterogeneity of the cohort implies that students in widened-
participation university environments ‘present’ themselves at many different levels. This 
may require greater emphasis on the triaging of student understanding by the educator 
in order to cast the learning net wide. 
But the findings from this study extend the concept of constructivism by showing that 
these teachers go a step further by not just looking at the past experiences of the 
students but showing an appreciation and interest in the future goals and careers of the 
cohort. It would appear that these skilled educators use this strategy in order to align 
outcomes of the learning experience with those that will prove useful to the learner in 
later life. It could be speculated that this alignment may generate both resonance and 
engagement for students, as the learning activities appear relevant to their future plans. 
Furthermore, the overt interest of the teacher in the future career plans of the student 
and empathy for student goals within the teaching process may strengthen the educator-
learner relationship. Given the evidence from this study, it is proposed that excellent 
educators insert themselves in the lifecycle of the student for the period of tuition as 
depicted in Figure 15. While the backward-looking aspect of this process undertaken by 
these educators can be termed constructivism, aspirational empathy is suggested as an 
appropriate sobriquet for the forward-looking considerations demonstrated by this 
sample. 
Under the gauntlet of consumerism in higher education, Bernstein (1990) claims that 
‘knowledge, after nearly a thousand years, is divorced from inwardness and is literally 
dehumanised’ (p. 155). In a similar vein, Naidoo and Jamieson (2005) offer the following 
bleak outlook post-consumerism in higher education: 
Under these conditions, the pedagogic relationship is likely to be transformed into one 
that is dependent on the market transaction of the commodity. Education is likely to be 
reconceptualised as a commercial transaction, the lecturer as the ‘commodity producer’ 
and the student as the ‘consumer’. In this way, previously integrated relationships 
between academics and students are likely to become disaggregated with each party 
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invested with distinct, if not opposing, interests. In other words, rather than merely 
stipulating new procedures to enhance the functioning of higher education, consumerist 
mechanisms may be seen as a device to reform academic values and pedagogic 
relationships to comply with market frameworks (p. 271). 
While this ‘disaggregation’ may or may not be happening across the greater tertiary 
landscape, the evidence gathered here suggests that, in widened-participation business 
schools at any rate, far from a becoming facilitators of dehumanisation, excellent 
educators are using sophisticated pedagogic strategies to engage and empathise with 
the student cohort. 
 
Teacher-centric to student-centric philosophy 
A strong and consistent theme across the sample of excellent business educators in this 
sample is the demonstrated desire to consider the student perspective. This respect 
afforded to the student body, and the pride taken in both their teaching performance 
and the new understanding gained by the students whilst under their tutelage appears to 
be a critical differentiating factor amongst these educators. Furthermore, it would appear 
that students have considerable capacity to sense this empathy in their lecturers; they 
know when teachers care. So important is this educational philosophy or demeanour 
towards students that, upon reflection of the evidence presented in this thesis, it may be 
the critical factor that potentiates high quality teaching in this environment. In this 
regard, the current study supports the views of Ramsden (2003) who suggests that the 
PAST STUDENT  
(A PRIORI) 
CONSIDERATIONS 
The past lived 
experiences of the 
student 
DURING CURRENT 
PERIOD OF STUDY 
Knowledge of 
course content 
FUTURE STUDENT  
(A POSTERIORI) 
CONSIDERATIONS 
The future aspirations, 
career goals and 
expectations 
ASPIRATIONAL 
EMPATHY CONSTRUCTIVISM 
Strong WP educator 
Weak WP educator 
Figure 15: Proposed model; insertion of educator within the student life cycle  
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nature of the student-teacher relationship catapults mere teaching effectiveness into the 
sphere of excellence. Taking a student perspective, the research of Andrews et al. (1996) 
backs this view, as their findings show that factors positively influencing the teacher-
learner relationship (such as ‘sensitive to my needs’) are those that determine exemplary 
teaching performance as judged by students.  This student-centric view is deemed by 
Prosser and Trigwell (1999) as an evolved conceptualisation of teaching – the only 
standpoint that brings about a conceptual change in a learner: ‘The key issue for the 
university teacher, wishing to improve the quality his students’ learning, is to try to see 
and understand the student’s situation, and change and adapt his teaching in relation to 
the way he perceives the student’s situation’ (p. 159). It is for these reasons that 
Noddings (1986) places the ‘ethics of caring’ at the centre of the educational process, 
and the findings from the present study suggest this may be even more critical in a 
widened participation environment. 
While the student-centric nature of the excellent educators who participated in this study 
is self-motivated, relatively recent forces are at play in higher education which wrest 
power from the proverbial ‘sage on the stage’ to the student-consumer. As Naidoo and 
Jamieson (2005) opine: 
Consumerist mechanisms in learning and teaching are therefore expected to apply 
pressure on academics to become more responsive to external demands by reducing their 
power to define the curriculum, determine acceptable standards of student achievement 
and decide on appropriate pedagogic strategies. Various consumerist levers to enhance 
student choice and control over the education process have been introduced or 
strengthened… over the last 10 years (p. 268). 
The pressure that Naidoo and Jamieson (2005) forecast would intensify on higher 
education institutions and the academic staff within them can certainly be felt. In 
Australia, the uncapping of government funded places in recent years, together with 
other consumerist levers such as the publication of results of national student satisfaction 
surveys and the fortification of student complaint processes has changed the balance of 
power in higher education.  
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The comments Naidoo and Jamieson (2005) make regarding the socio-political 
environment that universities operate within are equally appropriate to the Australian 
situation: ‘It is apparent that contemporary government policy is seeking to change, 
fundamentally, the terms on which teaching and learning take place in higher education’ 
(p. 268). In essence, this government-initiated desire for a market-driven system in higher 
education places pressure on both universities and their staff to respond to consumer 
demands, or run the risk of alienating their constituents. But, again, these pressures are 
not exerted in an equitable manner. 
As Bernstein (1996) suggests, these forces are likely to impact more gently on elite 
universities as their institutional reputation (and associated high exchange value of the 
badged qualification in the market) creates demand well in excess of that of the 
subordinate universities. This, in turn, means that inclusive universities are under more 
pressure to yield to consumerism (Figure 16) and ‘students…are more likely to exert 
pressure on faculty for change, and faculty are more likely to be receptive’ (Naidoo & 
Jamieson, 2005, p. 271). 
In the case of widened-participation universities, however, it can be speculated that 
excellent teachers within these institutions have already voluntarily adopted student-
Institute 
Producer 
Student 
Consumer 
Power 
Democratised 
Massification 
in a widened 
participation 
environment 
Institute 
Producer 
Student 
Consumer 
Power 
Democratised 
Massification 
in an Elite 
environment 
Figure 16: Democratised massification and the transfer of power  
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centred philosophies, and so do not feel any imposition from these new consumerist 
forces. The findings from this study support the premise that, universally, excellent 
educators take great satisfaction from their teaching role and pride themselves on their 
empathy with the student body. For these gifted educators, then, their established 
student-focus mantra acts as something of a surrogate for the market forces now in 
place across the Australian higher education sector, and the greater scrutiny and higher 
expectations of the student-consumer holds no fears for these academics. 
Of particular interest regarding the adoption of a student focus is the ‘coping’ behaviour 
of these educators. They acknowledge the wide academic diversity present in their 
classrooms and its negative impact on student progress. They appear to address this by 
working assiduously both before and during the semester to create a degree of 
homogeneity out of a heterogeneous cohort present by implementing various 
mechanisms to bring struggling students up to a more even standard, thus counteracting 
the extreme effects of democratised massification.  
But, while this study suggests that a student focus is a particularly valuable attribute of 
educators in a widened participation environment, changes within the university 
landscape may not be encouraging to this behaviour. 
The combination of neo-liberal market policies and a growing desire for credentials in 
the general population has served up some undesirable consequences when student 
centricity is considered. As the burden of the cost of democratisation of education has 
been slowly, but inexorably, transferred from Governments back to both the consumer 
(student) and higher education institutions themselves, universities are placed under 
fiscal pressure. In this new environment, drivers of efficiency predominate. This can be 
seen in the rapidly increasing student to teacher (SSR) ratio apparent in many institutions, 
the casualisation of academic teaching staff and a truncation of important student 
support services. Indeed, the ratio of students to staff in Australian universities has 
increased by over 60% since 1990 (Universities Australia, 2015) 
Naidoo and Jamieson (2005) express strong concerns regarding the impact of 
consumerism on pedagogic practices: 
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The constant threat of student litigation and complaints, together with requirement to 
comply with extensive external monitoring procedures may encourage them (lecturers) to 
opt for ‘safe teaching’ which is locked into a transmission mode where pre-specified 
content can be passed on to the student and assessed in a conventional form (p. 275). 
The overwhelming evidence from this study, however, suggests that excellent educators 
within a widened-participation environment do not succumb to ‘safe teaching’ under the 
pressures of consumerism. It would appear that so strong is their student commitment 
that they are unwilling to take a compromised pedagogical position and continue to 
innovate and empathise within their teaching practice regardless of internal and external 
pressures not to do so.   
Despite the desirability of a strong student focus in educators, and its specific importance 
for student cohorts exhibiting wide diversity, market forces are working against the 
provision of closer attention to student needs. It could be speculated that this is 
particularly the case in large, urban widened-participation universities, where student to 
staff ratio (SSR) can be high as large class sizes are feasible from a demand perspective. 
Generally, the student load in regional universities is lower, so class sizes are constrained 
by factors of catchment size influenced by location. It could be speculated that this would 
make it easier for teachers to exhibit effective student-centric behaviour in these 
environments, as the potential to build deeper rapport with a tighter cohort is enhanced. 
Besides the economic forces working against greater student centricity, a number of the 
educators in this study also rail against the market driven ‘student as client’ transactional 
doctrine as this, to them, underplays the special relationships forged in an educational 
context. As widened-participation universities can be found in areas of both dense and 
sparse population, funding models that target a decreased student to staff ratio in these 
institutions may be desirable from both an effective learning and retention perspective. 
Content focus to student focus 
Closely aligned to the ‘aspirational empathy’ concept discussed in the previous section, 
and the willingness of these educators to insert themselves in the life cycle of the 
student, it may be useful to unpack how this sample conceive of their teaching role and 
pedagogic obligations. Again, a strong thread of student-centricity is interwoven through 
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the responses of this sample. What became apparent is the multi-faceted nature of the 
role that these educators attempt to occupy.  
Consequently, they do value strongly and uphold the tenets of the business discipline 
that they represent, but this is not all they do. In fact, a commonly espoused solution to 
content overload amongst these educators was simply to teach less. That is, they viewed 
education within a discipline as holistic and were not beholden to constricts of a vast 
menu of ‘must have’ topics. This, as Svensson (1977) notes, helps students see the topic 
as an amalgam of the sum of the parts rather than an ‘atomistic’ compartmentalisation of 
individual constructs. The overall impression was that these sampled educators 
attempted to prioritise key concepts within a unit or discipline for students and, in an 
Ausubellian ‘advanced organiser’ (1960) fashion, allowed the lesser detail to hang off this 
structure. Generally, these educators appeared to not ‘sweat the small stuff’, focussing 
instead on providing a clear road map to the course by highlighting major topics. Of 
particular interest in this regard is the apparent willingness of these business educators 
to teach across a range of discipline areas; the distinct impression was that a very deep, 
encyclopaedic knowledge of the subject was of less importance to student learning than 
pedagogic proficiency. This provides support for the somewhat controversial findings 
from Astin’s (1993) correlation study demonstrating that how staff deliver the content is 
more important than the formal curriculum itself in terms of effecting a positive change 
in academic development.  
But this view of content is overlayed by a second role emphasis; that of preparing work-
ready students. This sample showed their intense dedication to providing an authentic 
learning experience which helped prepare students for a career in one of the business 
disciplines. Indeed, one participant (P17) referred to this as ‘joining the dots’ in the minds 
of the students. 
The findings from this study suggest that widened-participation cohorts may be 
particularly motivated by applied activities and assessments at university as they see the 
direct value of the learning to their chosen professional pathway. It may be the case that 
this is less important in elite environments, where the application of conceptual thinking 
may already be firmly embedded skills of the cohort. As the model below suggests, this 
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emphasis on building employability skills and understanding in students may be 
considered a higher order role, due to its student-centric nature. But content emphasis 
and an employment focus are not the only role that these teachers perceive themselves 
as fulfilling.  
A number of these gifted educators alluded to their desire to fulfil an even loftier goal; 
that of assisting to prepare their students for life and, in doing so, helping to nurture 
student aspirations. Perhaps this role conception is the ultimate expression of student-
centricity, as it views the learning experience solely through a lens of student aspirations. 
The model below (Figure 17) suggests a hierarchy for these role conceptions, spanning a 
suggested continuum of discipline-based thinking to the more pedagogically 
sophisticated student-centred approach.  
This findings-inspired conception within a widened-participation environment shares 
something of the developmental aspect to teacher quality pioneered by Sherman et al. 
(1987) and further developed by Dall’Alba (1991). While Dall’Alba declares ‘Finally, the 
most complete conception focussed on the relationship between teacher, student and 
content’, this project would suggest that an unequivocal commitment to student-
centricity best describes the highest order of role conceptualisation. This finding supports 
that of Prosser and Trigwell (1999) when they state ‘The key issue for the university 
teacher, wishing to improve the quality his students’ learning, is to try to see and 
understand the student’s situation, and change and adapt his teaching in relation to the 
way he perceives the student’s situation (italics added)’ (p. 159). 
 Course content emphasis: ‘I teach content’ 
 
 
Employment emphasis: ‘I prepare work-ready students’ 
Self-actualisation emphasis ‘I equip students for their aspirations’ 
Discipline-centric 
Satisficing teaching practice 
Student-centric 
Excellent teaching practice 
Figure 17: Conceptions of teaching 
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6.6 Characteristics of excellent teaching 
As elucidated in section 5.3.1, findings from this study generated a universe of some 
fourteen key strategies for exemplary teaching in business within a widened-participation 
institution. It is interesting to compare and contrast this with other previously compiled 
lists of pedagogic strategies (Table 11) assembled in a more generic university 
environment: 
Table 11: Comparison of teaching strategies from extant literature 
Sherman et 
al. (1987) 
Horan 
(1991) 
Elton (1998) Hativa et al. 
(2001) 
Kane et al. 
(2004) 
Wygal et al. 
(2014) 
This study 
Enthusiasm Encourage-
ment of 
participation  
 Enthusiasm/ 
Expressiveness 
 
Personality  Commitment 
to teaching 
Willingness to 
be accessible/ 
approachability  
Clarity  Presentation Material 
presented 
clearly 
Skills Instructor 
skills and 
attributes 
Enhance clarity 
 
Preparation Organisation 
 
Organisation 
 
Well prepared 
and organised 
Research/teach
ing nexus 
Preparation, 
organization, 
planning 
Organisation 
for learning 
Stimulation Variety of 
teaching 
techniques 
Innovation Stimulate 
students 
interest 
  Variation of 
state 
Subject 
knowledge 
In-depth 
knowledge 
of subject 
area 
Curriculum 
design  
 Subject 
knowledge 
 Subject 
knowledge 
 Interest in 
teaching  
Relationships 
 
High 
expectations 
Interpersonal 
relationships 
 Establishing 
expectations  
 provision of 
regular 
feedback 
Assessment 
and evaluation 
Encouraging   Constructive 
feedback  
   Positive 
classroom 
environment 
  Nurturing peer 
support 
     Importance of 
practice 
environment,  
competence 
Authenticity of 
learning 
      Enhance 
patterns of 
cognition 
      Pace of 
delivery 
  Reflective 
practice 
 Reflective 
practice 
 Provide 
rationale for 
learning 
 Interested in 
students 
 Rapport with 
students 
 Student focus Understanding 
of cohort 
      Resonant 
examples 
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While many of the descriptions overlap or are difficult to directly compare, clearly (and 
not surprisingly) many of the factors from the extant literature shares significant 
commonalities with those generated by this specific study into inclusive university 
teaching environments. Nevertheless, this study has thrown up a number of factors that 
are not specifically mentioned in the foregoing bodies of work. Foremost amongst these 
is the importance of authenticity, a relatively recent addition to the lexicon of pedagogy, 
and a dimension which may play a more important role in an open-access tertiary 
environment. Identified in this project is the commitment by a number of participants to 
help develop patterns of thinking appropriate to higher education in their students. 
Again, this may suggest that previous academic experience of the students has not been 
instrumental in building higher-order thinking skills. Lastly, determining an appropriate 
pace of learning was deemed an important strategy for a number of participants, perhaps 
suggesting a tendency for student members of this specific cohort to be overwhelmed by 
the sheer volume of incoming information. It may be the case that previous academic 
demands placed upon elite students (and, probably, their inherent ability to assimilate 
novel knowledge) allows them to better cope with rapid delivery of information, unlike 
their widened-participation counterparts.     
Elton (1998) suggests that a teacher cannot be reasonably expected to demonstrate 
exemplary performance across all of his (seven) criteria, but maintains that a teacher is 
likely to demonstrate excellence across only a few of these dimensions. The findings from 
this study, certainly from a self-reporting perspective, indicates that excellent teachers are 
able to meld together a majority of these positive facets of teaching most of the time. 
In attempting to define ‘pedagogic epochs’ (Section 3.2.2) the tenor of this thesis is 
somewhat critical of early ‘bucket list’ approaches to teaching characteristics. While this 
study has employed a more sophisticated schema in the description of the phenomenon 
under consideration, the thirteen strategies generated run the risk of similarly being 
reduced to a pedagogic ‘bucket list’. Upon inspection, there does seem some basis for 
aggregation of elements within this list as differences between strategy types are evident.  
The first category can be considered strategies that relate to relationships and their 
management. Organisation of learning can be considered a second categorisation. The 
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final silo of strategies can be defined through the way in which content is dealt with 
(Figure 18). This representation exhibits similarities to the Sherman et al. (1987) teaching 
characteristic silos of clarity, preparation and stimulation, but in this case sheeted down 
to pedagogic strategies specifically. The thirteen strategies generated from this project 
can be amalgamated into these three categorisation as follows: 
 
Table 12: Pedagogic strategies categorised 
Relationship Management Organisation for learning Content communication strategies 
Cognition enhancement Pace of delivery Subject understanding 
Understanding of cohort Provide a Rationale for learning Authenticity of learning 
Peer support nurturing Clarity enhancement Variation of state 
Provide feedback Establishing expectations Resonance 
Accessibility/availability   
CUPPA PRiCE SAVeR 
 
 
 
 
Figure 18: Pedagogic strategies 
Engagement 
Strategies 
Organisation 
for learning 
(PRiCE)
Content 
communication 
strategies (SAVeR)
Relationship 
Management 
(CUPPA)
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6.6.1 Relationship management 
Cognition enhancement 
One of the primary tensions arising in the area of relationship management concerns the 
level of learning both expected and desired at university. Both Marton and Saljo (1976) 
and Biggs and Tang (2011) advocate the benefits of deep levels of learning for students, 
including its ability to instil higher order thinking to promote changes in the way the 
student views the world and to engender positive feelings towards the task at hand. This 
may include cognitive processes that involves problem solving, abstract thinking, and, for 
many, this depth of learning is the distinction between universities and other tertiary 
studies. Indeed, Hattie, Clinton, Thompson and Schmidt-Davis (1997) believe that expert 
teaching can be defined by the ability to attain deep processing capability in students. 
While few would oppose this laudable aim, for the non-elite cohort in question, a 
number of participants believed this objective was often a ‘bridge too far’ as students 
appeared to be arriving in first year undergraduate programs unprepared and 
inexperienced for the prospect of higher order thinking. A number of participants in this 
study lamented students ‘not knowing the basics (of the discipline)’, so spent much time 
‘getting them up to speed’ (P20). Under this scenario, the prospect of developing deeper 
thinking seems remote, as developing base skills is prioritised by these educators in order 
to meet undergraduate curriculum learning goals. The implication here is that the 
‘essentiality’ of base discipline learning is privileged over the ‘luxury’ of developing 
deeper thinking in a hierarchical manner; that discipline knowledge must precede the 
fostering of deep processing of information. This may or may not be the case, but 
underprepared students do appear to retard a focus on sophisticated cognition 
according to this sample of educators.  
Dawkins and Krause (in press, 2016) advocate a possible solution to this dilemma:  
 
Sub-degree programs in a pathway college model also give students individualised, 
intensive small group learning environments focusing on targeted skills development 
during a pathway year of study that paves the way for transition to the second year of 
university study. 
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Progressive thinking such as this may somewhat resolve the deep learning versus 
discipline content debate, by allowing students to be brought to a common level from 
which to develop higher-order thinking. In this way, forced homogeneity of cohort brings 
positive pedagogic outcomes as, in the words of participant ten: ‘I want them to be 
challenged but I don’t want them to be fearful’. 
Understanding of cohort 
‘If I had to reduce all of educational psychology to just one principle, I would say this: The 
most important single factor influencing learning is what the learner already knows. 
Ascertain this and teach him accordingly’ (Ausubel, 1968, p. vi). These words, neatly 
summarising constructivism, represent decades of educational wisdom, but may be 
challenging in an open access university setting. Teaching individually under this mantra 
is relatively straightforward; teaching a more-or-less homogenous cohort from this 
perspective is achievable. But teaching to a heterogeneous cohort presents significant 
problems as the educational baseline of each student displays marked variance. The 
excellent educators that are the subject of this enquiry adapt their craft by employing a 
range of techniques, some simple, some highly diagnostic to ascertain the levels of 
understanding within the classroom. They then take steps to homogenise the cohort by 
raising the understanding of the lowest performers via extra classes, online remedial 
revision and individual tuition. 
These extra time consuming strategies are not generally allowed for in typical academic 
workload models so are largely voluntary in nature. This implies a generosity of spirit 
amongst these teachers; an altruism or self-sacrifice that pervades their pedagogy. In 
order to raise the overall standard of teaching within an institution, the challenge here, 
then, is to recruit teaching staff that display these characteristics; traits that are, quite 
possibly, not probed for in a typical academic interview. 
A key finding of this study is that this empathy extends not only to ascertaining levels of 
current understanding, but to show a sensitivity to the future plans and careers of the 
cohort members; aspirational empathy as it has been labelled in this thesis. Thus, the 
findings of this study strongly support Noddings (1986) elevation of the ‘ethics of caring’ 
to a primary position in higher education pedagogy. 
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Peer support nurturing 
Clearly, a power imbalance exists between the authority of the lecturer and the student. 
This may be felt most keenly by students with a previous lack of academic success, low 
academic enculturation in their past or international students from differing cultural 
backgrounds. These students, a common feature of widened-participation cohorts, may 
feel higher levels of intimidation towards the lecturer, and be unwilling to seek assistance 
from this quarter. This reluctance may be partially overcome by a supportive peer to peer 
network within the classroom, as students can seek clarification, test ideas and work 
cooperatively in a non-threatening environment. Consequently, it is incumbent on 
teachers in diverse environments to be aware of and facilitate this valuable support 
mechanism. On-line collaboration, break-out groups and small group class discussions 
are typical responses by the excellent teachers within this project. 
This may be one area where the diversity present in widened-participation classrooms is 
beneficial in that mature age students can fulfil a mentoring roll with younger students, if 
the cohort spans a wide age range. 
Constructive feedback 
The unanimous views of this sample of excellent business educators around the benefits 
of appropriate feedback gives some indication of the importance they attach to it. The 
findings of this project point to multifaceted benefits to the student (Figure 19). 
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According to participants of this study, timeliness, thoroughness and individualised 
comments are the hallmarks of a valuable response to students but they also highlight 
the uneven nature of lecturer attention to this critical issue. Participants report that 
feedback quality is largely left up to individual lecturers, and is determined by their 
personal motivation to perform this task with diligence. This raises the question of 
business faculty control over feedback quality. As higher education, one of the last 
bastions of self-accreditation and staff freedom, becomes more and more influenced by a 
competitive, market-driven model, accountability becomes paramount  
If quality is to be the dominant paradigm throughout universities, then what disruptions 
to the traditional academic working life are likely to ensue? For instance, have the faculty 
set explicit expectations amongst academics of quality standards and is this desirable? 
Have students been informed regarding what they can reasonably respect to receive in 
terms of feedback? And does the faculty have in place specific service standards in 
relation to feedback timing, for instance, and is this warranted and desirable?  
While the high quality feedback reportedly received by students from the outstanding 
educators in this study is admirable, it is not sufficient for students to receive pockets of 
excellent feedback surrounded by sub-standard responses by lecturers unmotivated to 
provide detailed guidance. It must be emphasised that faculties, and the programs within 
them, will enhance the student experience to a greater degree if they are able to raise 
Provides validity 
of the 
importance of 
the student's 
work to the 
student
Provides specific, 
tailored guidance to 
students to inform 
future scholarly 
activities 
Provides 
opportunity to 
build 
student/teacher 
rapport
 
Figure 19: Reported benefits of appropriate feedback 
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standards universally, in this case, by providing consistently high quality feedback to all 
students across all subjects for all assessment tasks. 
Questions such as this will prove vexing for faculty leadership in the future as these 
assurances of excellence are certainly highly desirable from a student experience 
perspective, but their implementation may come at a cost to morale amongst academic 
staff who rail against imposed authoritarian control mechanism. 
The issue of feedback quality raises another tension, this time on a personal time 
management basis. Respondents to this study noted the desirability of thorough, explicit 
and personalised feedback for a widened-participation cohort, while at the same time 
stressing the greater value garnered by the student from an instantaneous response from 
the lecturer or tutor! Again, the low academic enculturation and long periods away from 
study for some students appears to require greater scaffolding for a successful academic 
journey in an open-access setting. Clearly, rigorous feedback is a particularly useful 
scaffolding device for these aforementioned students, particularly in the early stages of 
their university career.   
Accessibility/availability 
In a previous study (Weadon & Baker, 2014) investigating the delivery of higher 
education programs in a Technical and Further Education (TAFE) environment, the 
‘transitional shock’ felt by students embarking on an undergraduate degree program was 
significantly reduced by the close scaffolding, guidance and nurturing of the teaching 
staff as this provided support and security for academically timid students. This outcome 
was fostered by a culture of academic intimacy, accessibility and engagement from 
teaching staff. In short, teachers that appeared to demonstrably care for the individual 
progress of their students built academic confidence and, therefore, lowered attrition 
rates and raised rates of academic success. In many ways, the students within a widened-
participation environment bear some similarities to these TAFE-turned-higher-education 
students in that they are poorly enculturated to higher education scholarship and may 
lack academic confidence due to past poor performance or time away from study.  
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Traditional pedagogic models relied on that weapon of mass instruction, the didactic 
lecture to deliver an impersonal 1-to-many student experience and, in so doing, ran the 
risk of alienating challenged students. 
For these students, the ‘human factor’ appears to be a key to academic resilience and 
enthusiasm and breeds in the student a willingness to immerse themselves in learning. 
Universally, the educators in this study demonstrated empathy for their students in a 
myriad of ways, and the strong teacher/student relationships that they were able to build 
was a central plank of their stock-in-trade. One key way of demonstrating a genuine 
student focus is via availability with research studies showing a clear correlation between 
teacher availability and positive student outcomes (e.g. Shin, 2003).  
Again, the critical importance of these two characteristics from a student perspective (in 
relation to low SES students) is highlighted by Devlin et al. (2012): 
Over and above ‘availability’, a teacher’s ‘approachability’ was noted by numerous 
students as one of the keys to student success. When a student knew their query would 
be welcomed and appropriately addressed, when they knew the teacher would be friendly 
and when they knew the interaction they were seeking would be pleasant and helpful to 
their learning, they were much more likely to take the risk of exposing their lack of 
understanding and seek help (p. 33). 
This evidence gives further support to the contention that, within a widened participation 
environment at any rate, recruitment of teachers with a caring philosophy is paramount 
to positive student experiences and outcomes. 
6.6.2 Organisation for learning 
Pace of delivery 
Findings from this study reveal that a number of the factors of diversity act as barriers to 
comprehension of information presented to students. With a myriad of cultural 
backgrounds, a vast range of academic abilities and, perhaps, a range of preferred 
learning styles present the widened-participation classroom runs the risk of offering a 
one-size-fits-none environment. A number of participants pointed to the importance of 
‘knowing exactly where students are at’, in order to keep all members of the cohort 
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engaged and, thus, retained within the course of study. This focus reveals the elevated 
potential within a widened-participation university of students being left behind due to 
the demands of the pace of learning, while others in the cohort may have an unsatisfying 
learning experience as they have not been sufficiently challenged. Educators in this 
environment need to be aware of the warning signs of students being overwhelmed by 
the avalanche of content, to allow academic support to be instigated. Again, this relies on 
the lecturer possessing the willingness to detect and act when students are struggling 
with mastery of the content. 
As self-accrediting bodies, universities are in the luxurious position of determining the 
topics and volume of content present in a subject. This means that curriculum topics can 
often be modified in both quantity and depth to allow effective learning to take place at 
a pace that is reasonable for the majority of the class. Consequently, the thread running 
between student success rates, curriculum design and the classroom experience must be 
made explicit within each and every business faculty in order for remedial action to occur 
in subjects where students are clearly struggling. 
This discussion opens up a point of tension within faculty. Where courses are subject to 
outside accreditation (such as Certified Practicing Accountants (CPA) in the Accountancy 
discipline) topic areas are mandated, giving teaching staff clear direction on areas to be 
covered. In other disciplines, accreditation is not de rigueur leaving content breadth and 
depth to the academic course designer. Often based on many years of experience in 
teaching subject areas, educators may have a firm belief on what parameters the subject 
content should have. This espoused opinion of what should be taught sometimes puts 
individual academic standards and student rates of success/failure on a collision course. 
The academic is unwilling to sacrifice self-developed standards to raise pass rates, so a 
stand-off between student needs and academic standards develops. A resolution is not 
easy to achieve, but it would be the contention of this author that recruitment of staff 
who have a clear student-focus (in other words, a good ‘fit’ to the diverse cohort) may 
allow compromises to be more easily reached. 
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Rationale for learning 
Closely aligned to the creation of cognitive structures to assist in the organisation of 
learning is the issue of justification for learning. The facets of diversity investigated within 
this project identified a wide range of motivations for being at university and, in some 
students, a reported lack of clear rationale to attend. However, a universal theme 
reported by participants was the lack of interest in studying for the sake of knowledge 
acquisition alone. That is, there was an overwhelming desire in the student cohort to 
obtain understanding that would be of direct benefit to them vocationally. According to 
a number of participants, their students demanded knowledge and skills that were likely 
to be purposeful and useful in their future employment, and the concept of a generalised 
education was something of an anathema to them. Participant four paraphrases this on 
behalf of her students; ‘now I know where I fit, now I know why I’m doing it. Now I get it. 
I’m not just doing this for the sake of having to do three assessment tasks’.  
Advanced Organisers may be used to tap into this key motivator by showing students 
how the knowledge offered may be useful in a real-world situation, thus making the 
learning less conceptual and more concrete. As participant four suggests, providing a 
rationale for both the unit and the content therein may encourage greater engagement 
in the subject matter because it answers the question ‘what is in it for me?’ The findings 
from this thesis prohibit the assumption that the provision of a rationale for learning is 
more important in a non-elite situation than in an elite university environment, but the 
conclusion can be drawn that within a widened-participation environment, the 
establishment of cognitive frameworks that stress the reason for learning are vital. 
Clarity enhancement 
The findings from this study threw up significant evidence of excellent business 
academics in widened-participation environments attempting to create cognitive 
frameworks in the minds of their students in order to allow them to organise and 
synthesize the materials presented. This, as participant twelve observed ‘is a sense-
making exercise for them’. There is compelling evidence that organisational frameworks 
do, indeed, assist students increase meaningful learning (e.g. Kahle & Rastovac, 1976), 
and participants from this project utilised a range of devices to orient students in a range 
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of situations. To describe this strategy, Ausubel (1960) coined the term ‘Advanced 
Organiser’ a learning tool (either verbal, diagrammatic or via an image or example) to 
assist the student deal with new incoming materials by stressing importance, describing 
relationships and making links to prior knowledge (in a Vygotskian, 1962, ‘Zone of 
Proximal Development’ fashion). Again, this is not a comparative study, so no firm 
conclusions can be drawn regarding the relative importance of the use of cognitive 
frameworks for student learning in elite versus widened-participation university 
environments. It can be stated, however, that excellent educators in the arena under 
investigation make wide use of these devices to enhance student understanding and 
have, undoubtedly, found them to be valuable sense-making tools. Given the lack of 
academic enculturation and previous academic challenges experienced by some students 
in widened-participation cohorts, it is not unreasonable to suggest that greater emphasis 
on content orientation may be useful in assisting the cognitive organisation amongst this 
cohort. It is proposed that members of a diverse cohort may benefit from explicit use of a 
‘cognitive bridge’ (as Kahle & Rastovac, 1976, term it) as they may lack the capacity 
and/or academic experience to develop these linkages for themselves. In this way, 
advanced organisers may fulfil two functions; they make it an easier task for students to 
link new material to that which is assumed as being already understood while 
simultaneously acting as revision for that original starting point. 
Naturally, not all participants of this study used Advanced Organisers or cognitive 
frameworks in exactly the same way and for the same function, but a range of types of 
use can be described and summarised from the evidence gleaned. 
Consequently, it would seem reasonable to propose that there is sense-making value for 
student learning in adopting all of these devices into the pedagogical strategy for 
Level 1: Cognitive framework orienting the program to the real world
Level 2: Cognitive framework orienting the unit or subject to the program
Level 3: Cognitive framework orienting the schedule of the topics to the 
unit outcomes 
Level 4: Cognitive framework orienting the structure of the lesson to the 
desired outcomes of that lesson
Figure 20: Cognitive frameworks: proposed hierarchy 
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widened-participation business environments (Figure 20). In doing so, students are 
presented with a road map (at many scales) around which to scaffold incoming 
information. This was ably demonstrated by participant 18 who repeatedly used graphic 
representations of the topics within the unit to illustrate exactly how ‘parts of the course 
hang together’. 
 
As open access students may have had little experience in organising a raft of incoming 
materials into a logical order that enables understanding, this cohort may need 
additional focus on distillation of content and the signposting of importance within the 
content. Lecturers in widened-participation environments, therefore, need to develop 
skills in the art of dis-aggregation and re-aggregation of content in order to facilitate 
effective learning; ‘I break it down into simple building blocks, then put it together for 
them’ according to participant seventeen. The emphasis of key concepts also appears to 
require extra attention by teachers for this cohort, with techniques such as repetition, 
lecture review/preface, mindmaps and quiz-type exercises featuring prominently. This 
group reported that it was largely the predominance of many nationalities within the 
classroom (with English as a second or third language) that most appreciated the clear 
highlighting of key concepts. 
Establishing expectations 
A characteristic of the way in which excellent teachers scaffold learning in open access 
universities appears to be via the clear establishment of the expectations of both the 
educator and the program of study, itself. It may be that the lack of academic 
enculturation amongst some members of this type of cohort leads to academic timidity; 
the explicit, repeated communication of the subject requirements and the articulation of 
‘what good looks like’ helps build assurance in students for the tasks ahead. Some of the 
gifted educators in this study encourage buy-in amongst students by developing shared 
expectations through the establishment of a learning contract. These shared expectations 
can then be used as a mechanism to reset positive student behaviour should the 
contractual agreement be broken. Tools such as assessment rubrics, detailed assessment 
instructions and pre-exam briefings can also be marshalled to define expectations. An 
interesting idea utilised by one outstanding teacher called for students to grade the work 
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of each other, before being ‘moderated’ by the academic leader. This exercise gave 
students an insight into the critiquing of student submissions and, in so doing, gave 
them an appreciation of the perspective of the assessor. 
The notion of a contract of expectations between student and teacher has an interesting 
parallel. Just as rigorous student feedback appears to be a vital component of learning, 
participant six opined that teachers need to actively solicit and act on feedback on the 
quality of the teaching experienced. In short, educators, for so long encouraged to 
demonstrate mastery in both subject matter and pedagogy, must be courageous enough 
to expose themselves to the scrutiny of student opinion and then let that view mould 
their teaching craft. 
6.6.3 Content communication strategies: Authenticity of learning; Subject 
understanding; Resonance; Variation of state;  
Subject understanding  
A majority of previous studies regarding teaching excellence (e.g. Sherman et al., 1987; 
Horan, 1991; Kane et al. 2004) have found that subject knowledge (or similar) was a key 
characteristic of outstanding teachers. This is hardly surprising given that the concept of 
the subject expert, the professor, leading novice minds in the pursuit of knowledge has 
sat at the heart of education for over 2000 years. 
This study, too, uncovered some evidence to suggest that knowledge in the field was an 
important contributor to excellent pedagogy. This finding, however, was not a dominant 
response, and proved somewhat difficult to elicit. When it was raised, these educators 
treated it largely as a ‘given’. In the same way that airline customers expect safety (and 
the battle for a differentiated offering occurs in other spheres, such as leg room) subject 
expertise appeared to be assumed. One participant (P15) suggested that a lecturer 
needed enough subject understanding to exhibit legitimacy in front of class, but once this 
level had been achieved, other factors, such as ability to engage, became more important 
in the development of outstanding teachers. Such a notion could be termed satisficing; 
gaining sufficient expertise to gain validity with students but knowing that deeper 
content knowledge, per se, is no predictor of pedagogic excellence. 
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Section 6.4 drew attention to the importance of adequate scaffolding due, in part, to lack 
of academic confidence and lower levels of familial enculturation in a widened-
participation student body. Participants highlighted the need for educators to be 
sensitive to this issue, and to be prepared to provide greater academic reassurance for 
some students. One valuable way to do this is by way of exemplars; examples made 
available to students of work that demonstrate a strong response to a particular task. Or, 
in the words of informant 17 ‘I need to show them what ‘good’ looks like because they 
just don’t know’.  
Authenticity of learning  
Wiggins (1990) provides the following useful definition of authenticity:  
Engaging and worthy problems or questions of importance, in which students must use 
knowledge to fashion performances effectively and creatively. The tasks are either replicas 
of or analogous to the kinds of problems faced by adult citizens and consumers or 
professionals in the field (p. 229). 
Furthermore, Morris and McLean (2015) suggest that realistic learning environments are 
capable of ‘Going beyond content, authentic learning intentionally brings into play 
multiple disciplines, multiple perspectives, ways of working habits of mind and 
community’. 
The findings of this study establish that two related factors in relation to educational 
realism appear to be beneficial to positive learning outcomes amongst widened 
participation student groups. The first is in the value of teachers who are able to bring 
real world experience into the classroom. The second is in the incorporation of authentic 
elements into the educational experience of students via, for instance, the development 
of assessments that mimic tasks in the world of business.  
But ‘applied’ approaches are not without their critics in higher education. Based on 
comments from participants of this study, and anecdotal evidence from general 
conversations about the way content is delivered at universities, there is evidence of a 
scholarly tension which strikes at the very heart of the role of university. On one hand is a 
traditional stance regarding academic scholarship which privileges a theoretical 
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(textbook) approach, conceptual thinking and abstract analysis is seen as a pure 
approach and the stuff of ‘real’ (P17) university study amongst some (Table 13). 
Advocates may bemoan the dilution of these values, and cite massification as the force 
responsible for a cohort no longer capable of these high level skills. Typically, this 
argument is accompanied by a suggestion that standards within higher education have 
been eroded and degrees no longer denote mastery of these skills. 
Table 13: Elite versus egalitarian stance 
 Egalitarian stance Elite stance 
Student enrolments Open access  Highly restricted 
Teaching strategies Applied/’work ready’ Conceptual/theoretical 
Basis of teacher/student 
relationship 
We come to you We set the standards 
Assessment Grounded in authenticity Grounded in theoretical concepts 
Teaching approach Active learning Didactic teaching 
Content origin Market driven  Discipline mores 
Integration with industry Internships/WIL Lower levels of integration 
Influences Industry accreditation University driven 
 
This can be contrasted with a more ‘applied’ approach to learning strategies. In this 
model, market forces hold sway, and the emphasis changes to one prioritising vocational 
skills and advocating the exposure of students to real world situations. The approach to 
learning taken is likely to be grounded within the traditions of the discipline. Faculties 
such as nursing or education training, for instance, are highly vocationally oriented and 
largely practical in nature, so have led the way in authentic learning. In the arena of 
business education, it is suggested that the traditional academic stance occupies a 
middle ground. Disciplines such as accountancy are highly vocational via their 
accreditation process and place emphasis on real world skill development and repetitive 
learning algorithms used in the workplace. Disciplines such as economics, however, may 
focus on highly abstract concepts which underpin the field. Perhaps it is reasonable to 
question variations in the degree to which various faculties privilege practitioner-
teachers. This research project would suggest that students within widened-participation 
universities respond to a more applied approach to business learning, indicating more 
focus on practitioner-teacher recruitment is required. 
The two positions outlined above represent the extreme ends of the ‘applied’ versus 
‘theoretical’ continuum but, in the debate between the theoretical and the applied 
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learning advocates, which approach appears to be dominant amongst the gifted 
educators interviewed for this study?  
The views of these excellent educators suggest that authenticity and applied learning 
creates significantly enhanced levels of resonance and engagement amongst non-elite 
students. In short, participants in this study appear to have responded to the need for 
engagement by adapting their approach to teaching within this environment by 
incorporating a vast array of real world activities and assessment tasks into their teaching 
craft. On the limited anecdotal evidence from those respondents to this survey who have 
operated in both environments, it would appear that differences may exist in the degree 
of ‘authenticity’ focus, but this claim is speculative. Furthermore, this is not a comparative 
study, so further research would be required to understand whether widened-
participation teaching tends to be more applied than that found in elite universities. 
As the result of these interviews, however, it can be seen that these educators pride 
themselves on the connection they make with the commercial world, and believe 
strongly that students find this type of learning approach to be both purposeful and 
meaningful. Researchers agree, outlining a range of benefits generated by authentic 
learning tasks. Boud (2010) contends that authenticity provides students with a rehearsal 
for the challenges likely to be faced by professionals in the workplace. Likewise, Barnett 
(2004) points to the need for students to engage in complex working environments 
while, most importantly, Sambell, McDowell and Brown (1997) suggest that assessments 
grounded in real world tasks hold greater validity for students. 
The group of educators that are the subject of this study have become, unilaterally, 
staunch advocates of the practice of authentic learning in a widened-participation 
environment. Clearly, they believe that authenticity promotes both engagement and 
resonance in their students, but why is this so? Perhaps it is reasonable to suggest that 
due to lack of previous academic enculturation in the cohort, the tolerance for 
conceptual thinking and theoretical constructs may be low. As authentic learning has a 
basis in the real world, it may be easier for students to grasp concepts applied via 
concrete examples. Alternatively, the relevance provided by replication may simply 
provide more motivation for students, as they see the activities and tasks having direct 
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application to a future business career. A number of participants suggested that open 
access universities tended to attract a higher proportion of mature age ‘career-change’ 
students so it can be speculated that the credentialing process needs to be as quick and 
efficient as possible. Or, perhaps, the narrative and vocabulary around authentic 
examples may not be as abstract, thus proving less intimidating for international students 
to understand. Either way, there is powerful evidence from this project of the value and 
engagement generated by authenticity in a business learning context for widened-
participation cohorts. 
But are the two extremes of the theoretical and applied continuum mutually exclusive? 
That is, if both approaches offer some value to students, can both strategies be weaved 
into a holistic teaching strategy that incorporates both philosophies? There is some 
evidence from this study that these skilled educators can, and do, incorporate some 
theoretical or conceptual teaching into their lexicon of strategies provided this is done in 
a parsimonious fashion, and surrounded by more concrete ideas (‘Big A [Applied], little t 
[Theory]’ as respondent 3 describes it!).  
Participant 20, for example, states: ‘They talk about me knowing my stuff and knowing 
how it applies to the real world, that I’m not an ivory tower academic; that I bring 
practice into the classroom and I give them frameworks and theories to apply it’. The 
importance of ‘entwining curricula with the here and now’ (participant 11) suggests that, 
in a widened-participation arena at least, priority should be given to the employment of 
academics with industry credentials, and also in the adoption of teaching strategies 
dominated by authentic activities and assessments. 
Learning is a process that involves intimate interaction with the real world. Traditional 
didactic lectures tend to be inconsistent with situations encountered in the world of 
work, and so students may attach little purpose to the material provided. Students must 
believe that their endeavours are purposeful and stretch well beyond the lecture theatre.  
While relevant industry experience is rarely valued amongst the academic community, it 
can be argued that the synthesis and analysis of appropriate real world examples 
contributes significantly to an authentic learning experience, at least within business 
schools. Based on the findings of this study, it would appear that lecturers who are able 
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to recount authentic examples to illustrate concepts (and convey them authority, passion 
and insight) appear to strike a chord of authenticity with students. 
Furthermore, it may be the case that an ability to draw on and discuss genuine business 
situations as well as demonstrating a collection of real-world artefacts contributes to the 
work readiness of students, an important factor as university education continues to take 
a more vocational direction. 
Variation of state 
While this group of educators were unanimous in the importance they attached to 
providing a variety of learning tasks to pique student interest, the type of activities were 
many and varied, ranging from animated business scenarios to live polled responses to 
key questions. According to these outstanding educators the rationale behind variation 
of activities in class are three-fold. Firstly, the provision of a variety of activities appears to 
enhance motivation within students to engage with the content. Secondly, variations in 
tasks seems to better cater for a range of learning styles, said to be present in open-
access cohorts. Whether they be visual or kinaesthetic learners, these educators believe 
that throwing their pedagogic net wide (via multiple ‘variations in state’ engages a wider 
range of students (‘mopping up diversity’ as participant 11 termed it). And, lastly, by dint 
of their variation, some of these tasks invited active learning by the student. 
One participant identified a number of activities as being capable of breaking down 
some of the diversity-created barriers in-class. He nominated technology, tactile tasks 
and games as strategies that helped create a level playing field by providing activities 
that were accessible to all within the cohort and may draw students back into educational 
environment without fear. In this way, the didactic flow of a typical lecture can be 
disrupted. 
A number of these educators actively used technology, such as mobile phones, as an 
integral part of learning and claimed significant buy-in from students. With many digital 
natives in the cohort, traditional educators may struggle to have both the technical 
know-how and confidence to innovate in this manner, so faculty may need to identify 
skill gaps to be addressed amongst teaching staff. 
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One thing is clear from the practice of these skilled educators; encouraging innovation 
and risk taking in pedagogy is valuable in order to encourage variation in learning 
activities which, in turn, generates engagement, accessibility and academic motivation. 
Resonance 
While authenticity aligns curriculum content with the world in which the student is likely 
to be plying their trade, resonance aims to pique interest by tapping into past 
experiences of the student to aid understanding through familiarity. Achieving a degree 
of resonance (for instance via familiar examples) is also highly likely to create conditions 
for learning to occur by fuelling engagement amongst the cohort. Again, the extreme 
diversity found in an open access university makes this task more difficult despite its 
relative importance for this particular group. Cultural diversity, specifically, may challenge 
the identification of class-wide resonant examples although, in business schools, the 
prevalence of multinational corporations may provide a solution (e.g. aspects of the 
Macdonalds product offering can be utilised due to the internationalisation of the brand). 
Participants of this study suggest that resonant examples are worth seeking out, as a 
widened-participation cohort may gain significant understanding from concrete, familiar 
pedagogical illustrations which bring a vividness to knowledge building.  
6.6.4 Creating memorability 
Cogitating deeply on a topic close to the heart of the writer for many years intimately 
interrogates the essence of the project objectives. In the case of this thesis, it turns out 
that the purpose is not simply to shed understanding on the field of inquiry, but to effect 
change in pedagogy for the ultimate benefit of those open access students who cross the 
threshold of our institutions in the wave of massification. For this to occur, the 
implication is that the arbiters of education within universities, the teachers themselves, 
need to be influenced. 
While the strategies revealed by these gifted educators are valuable as an aide memoire 
to more effective teaching in a widened-participation environment, lists such as this are 
not in a form suitable for recall. Rowland (2013) points out the value of acronyms when 
she notes ‘acronyms are easily coined, easily explained and often visually arresting’ (p. 
25). More correctly called an initialism, these short cuts can form a conduit to key 
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message presented thus allowing future recall. In discussing the utilisation of initialisms 
in academia Rowland (2013) also observes: ‘unless obfuscation is the goal, authors have a 
responsibility to make their work accessible’ (p. 25). In the interests of creating 
memorability and, hopefully, reflexivity in teaching colleagues, these strategies have been 
distilled into an acronym: CUPPA PRiCE SAVeR; Cognition enhancement, Understanding 
of cohort, Peer support nurturing, Provide feedback, Accessibility/availability, Pace of 
delivery, Rationale for learning, Clarity enhancement, Establishing expectations, Subject 
understanding, Authenticity of learning, Variation of state and Resonance (see Table 11).  
Devices such as this may assist in tipping the findings of this project from the abstract 
into the practical, appropriately a key theme of this thesis discussion. For educational 
leaders within business faculties this initialism may provide a memorable ‘take home 
message’ for professional development sessions and pedagogic communiques.  
Perhaps it should not be assumed that teachers within a widened-participation 
environment will develop adaptations to teaching strategies (such as those advocated 
above) as a matter of course or organically. It should be remembered that this sample of 
educators are award winning educators who have universally deeply reflected on their 
teaching practice and interrogated the scholarship of higher education teaching. Other 
educators within the faculty will have not considered the learning needs of this specific 
cohort with such rigor, so professional development in strategies to help learning 
effectiveness within a widened-participation environment may be highly desirable. 
6.6.5 Engagement  
A notable absentee from this universe of pedagogic strategies is ‘engagement’, a concept 
much-vaunted for its beneficial impact on learning outcomes (e.g. Astin, 1985; Kuh, 
2003). Described variously as ‘fertiliser within which learning can occur’ and the 
‘coalescing of the curriculum with the creation of conditions for learning’ by participants 
in this study, engagement appears to have a ubiquitous role to play in pedagogy, and it 
may very well be a prerequisite for effective learning to occur. Progressive higher 
education teachers appear to be significantly influenced and shaped by a relatively recent 
swing in academic focus; from ‘what’ is taught to ‘how’ it is taught (e.g. Edgerton, 2001). 
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Leading educators acknowledge that the ‘pattern of student involvement’ (Smith, 
Sheppard, Johnson & Johnson, 2005) leading to higher levels of engagement, is a vital 
component of educational quality. Furthermore, Astin’s (1993) correlation study 
demonstrates that how staff deliver the content is more important than the formal 
curriculum itself in terms of effecting a positive change in academic development. This 
remarkable finding deserves repeating:  
How we teach may be more important than what we teach to student learning.  
Considering the vast resources employed to devise curriculum, courses and content 
within institutions of higher learning, perhaps it is time to redistribute this time into 
crafting more effective and engaging ways to teach. Mitchell and Carbone (2011), for 
instance, provide insights into the way in which tasks can be developed in a more 
sophisticated manner in order to elicit student involvement via four forms of 
engagement that have been identified. 
 
From primary schools through to university, it may be the case that a continuum has 
existed regarding the general adoption of contemporary, progressive pedagogic 
strategies across our education system (Figure 21). At one end are the primary schools, 
where one-way transmission of information to be memorised by rote has largely been 
abandoned in favour of engaging and active workshops of co-constructed learning. 
Secondary schools lie somewhere in the middle as the austerity of the discipline subjects 
begins to take hold, and passive learning rears its ugly head.  
Higher education continues to embrace passive learning despite the shortcomings of the 
didactic lecture format. Consequently, the education revolution concerning the 
Universities Technical colleges Secondary schools Primary schools 
ACTIVE LEARNING PASSIVE LEARNING 
Figure 21: Proposed passive-active learning 
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conditions under which most people learn best has struggled to gain traction in the 
university environment. The implication is that many of the lessons learned regarding 
teaching effectiveness over the last few decades have yet to be widely transferred onto 
the higher education canvas. While higher education teachers may have managed in this 
fashion when teaching a homogeneous group of elite students derived largely from 
academically enculturated families, many of the new student cohort appear to be 
struggling to succeed when faced with traditional university teaching methods. Thus, the 
task of effective teaching in universities has become far more demanding in recent times 
and, while there are many, many remarkable educators within the higher education 
system, the importance of nurturing student minds still exists in the shadows of research 
output. In this regard, the words of Harvard academic, Elmore (2007) are worthy of 
consideration: ‘Teaching is not rocket science. It is, in fact, far more complex and 
demanding work than rocket science’.  
A number of participants in this project stressed the specific importance of engagement 
in the widened-participation environment under investigation. This was said to be a way 
in which students with a previously poor academic record can be encouraged to 
reengage with scholarship and, in so doing, dispel the anxiety and lack of academic self-
assurance often present in non-traditional students. Consequently, engagement defies 
categorisation into a single silo and will be depicted in a pan-strategic position in regard 
to the developing conceptual model.  
6.7 Profile of excellent teaching in a widened-participation environment 
Based on the findings of this study, Section 6.5 of this thesis conceptualised the 
characteristics of excellent teachers by suggesting that four parameters influenced 
teacher excellence in a higher education widened-participation setting; traits, 
motivations, philosophies and pathways. These characteristics somewhat influence a 
portfolio of pedagogic strategies utilised by the participants of this study in order to 
teach a widened-participation cohort more effectively. These strategies have been 
distilled into three overarching silos, namely; strategies to build relationships; strategies 
to organise learning and strategies to better communicate content matter. 
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Together, these findings define both exemplary teachers themselves and the way in 
which they teach. These two facets can be combined (Figure 22) to form the next 
development of the conceptual model; the characteristics that constitute excellence in 
higher education business teaching within an academically inclusive university 
environment; to wit, the research question posed at the commencement of this project. 
 
6.8 Fit! Effective alignment of teaching and teachers with the widened-
participation environment 
Following the discussion of the nature of student diversity present in a widened-
participation environment, an investigation of the characteristics of excellent teachers, 
and the strategies adopted by those gifted teachers, the overarching conceptual model 
generated by this study can undergo its final assembly. In a sense this is the coupling of 
those facets that give rise to excellent teaching from the perspective of the teacher, 
within the diverse environment in which the teaching craft is enacted. 
Organisation 
for learning
Content 
communication 
strategies
Relationship 
Management
Pathways 
Philosophies 
Motivations 
Trait
NURTURE NATURE NURTURE 
TEACHING TEACHERS 
Figure 22: Constituents of excellent teaching in a widened-participation environment 
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It is the contention of this thesis that it is no longer sufficient to teach in the way that 
universities have always taught, because the nature of the teaching environment and the 
student cohort has fundamentally changed. Where homogeneity was the hallmark of the 
traditional student body, now heterogeneity of cohort is rife across many universities in 
Australia, particularly those that are described as open access institutions. There was no 
need for traditional universities to divert from a didactic passive teaching because the 
elite homogenous nature of the cohort was capable of learning effectively via this 
pedagogic philosophy. Democratised massification, however, has thrown up a student 
cohort in some universities of great disparity. As this study has shown, the width of the 
diversity across a raft of domains is extreme, and the associated needs of the student 
cohort demands significant adaptation in order for effective learning to take place.  
This investigation demonstrates that two factors contribute to teaching excellence in this 
environment; the characteristics of the teachers themselves, and the strategies they 
adopt. If certain educator characteristics are present, the raw materials are in place on 
which to build teaching strategies that create resonance with a highly diverse cohort. 
While not established within this body of work, it could be speculated that these teacher 
characteristics are conducive to the development of the effective pedagogies highlighted 
by this study. Is it possible to develop sophisticated and appropriate teaching strategies 
without elements of the outlined philosophies, core traits, background and motivations 
present? It seems quite unlikely. For instance, how would a teacher be motivated to take 
a genuine interest in the background and experience of their students if the trait of 
empathy and internal motivation to demonstrate it were absent?  Notwithstanding the 
need to establish a link between teacher characteristics and strategies enacted, this study 
has found, however, that the teacher characteristics exhibited here coexist quite 
comfortably (and are in alignment) with the teaching strategies enacted by this sample of 
gifted educators. 
The art of précis is an important and valuable skill in identifying the very core of the 
concept or phenomenon at hand. If a single word was required to summarise the essence 
of the findings of this study it would be ‘fit’. The Oxford English Dictionary (retrieved 
February, 2016) offers one definition of fit as: ‘Be compatible or in agreement with; 
match; suitable or appropriate for’, and this characterisation explains well the key 
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message generated by this investigation; that the most important factor in effective 
teaching is still (and always has been) the teacher, and that the demeanor and techniques 
that they bring to the cohort is the critical factor in learning. In a widened-participation 
environment the many challenges faced by a heterogeneous student body can be 
overcome by educators skilled in accommodating this manifold diversity. In the interest 
of both student retention and academic success it matters who we choose to teach this 
wave of students, as the characteristics and strategies brought to bear must align with 
the learning needs of the cohort. The experience within universities of old and of 
contemporary elite universities suggests that these characteristics and skills are far more 
important in widened-participation environments, as the diversity present is so much 
greater. The implication here is that both the recruitment and development of teachers 
highly skilled and philosophically aligned with a widened-participation agenda is critical if 
the student experience is going to encourage ‘stickability’ in the higher-education 
setting. Figure 23 summarises the completed conceptual model; a theoretical 
representation of the findings of this thesis.  
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Figure 23: Aligned conceptual model: context mediated pedagogy 
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6.9   Discussion summary 
This study suggest that teaching excellence can be considered via two domains; Teachers 
and Teaching. These facets can be more fully expressed as ‘who they are’ and ‘how they 
enact their teaching craft’. This discussion maintains that, conceptually, it is the alignment 
of these two domains to the teaching environment that generates conditions for 
pedagogic excellence to flourish.  
Regarding the teachers, themselves, this thesis contends that certain teacher traits, 
philosophies, motivations and, indeed, pathways are suited to teaching in this specific 
environment as they align with the inherent diversity in the cohort. It can be postulated 
that innate traits, internal motivations, developed educational philosophies and, finally, 
pathways into teaching amalgamate to determine the nature of the educator and, thus, 
their suitability for teaching into a widened-participation environment. Likewise, from a 
pedagogic strategies perspective, these gifted educators have adopted a range of tactics 
that, through trial and error, have resulted in teaching excellence that appears 
appropriate given the width of diversity present. In short, the way in which the teaching 
practice is enacted appears to result in an enhanced student experience in the presence 
of alignment to the cohort diversity although the direct link between learning and the 
presence of the factors expounded herein has yet to be established.  
This investigation shows that, despite individual approaches, disciplines and levels, 
remarkable commonality is evident in both teacher characteristics and pedagogic 
strategies across these awarded educators. Consequently, as described in Figure 23, a fit 
is desirable between cohort, teaching strategies and teacher characteristics if teaching 
excellence is to flourish. This fit between educator and student cohort may be particularly 
important in widened-participation institutions as they bear the brunt of the challenges 
of democratised massification. This is the essence of the notion context mediated 
pedagogy proposed throughout this thesis. 
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In both an historical university context, and in narrowed-participation universities of 
today, it is proposed that the relative lack of student diversity width allows(ed) a didactic 
teacher/content centred paradigm to be maintained as there is an (albeit narrow) 
alignment of teacher/teaching characteristics with a largely homogenous cohort. As this 
is not a comparative study, however, this notion is speculative.  
Next, Chapter 7 will consider the implications derived from the findings of this study. 
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Chapter 7:  Implications and Limitations of this Research Project 
7.1 Introduction 
This academic journey in philosophy demands, in some part, that personal motivations 
are interrogated for the undertaking and, despite the danger of slipping into clichés, 
figure out the raison d’etre of the author. A thesis gives time to investigate, in depth, a 
topic that holds some importance for the writer. But it also allows the candidate to pick 
at the edges of the things that are more central to a personal mission, and may begin to 
define that which is held dear – in short, a sense-making exercise. 
It turns out that he objective of this study as originally conceived, to ‘better understand 
what constitutes teaching excellence in widened participation higher education’ 
surprisingly now appears to not be the goal at all. In the case of this thesis, the redefined 
objective is to allow the findings of this study to step beyond the mere theoretical into 
the pragmatic; to make the goal more than an academic exercise of thesis completing 
and paper publishing, but to attempt to effect change in the way business teachers 
teach. Barrington (2004, p. 421) insightfully comments that ‘Teaching and learning in 
Western higher educational institutions still privileges certain ways of knowing and 
focuses on a narrow view of the intellect – it does not allow for socio-cultural differences’.  
But it doesn’t have to be this way. These gifted teachers interviewed for this study show 
us that those traditional ways of ‘knowing’ can be disrupted and, in doing so, a more 
fulfilling, meaningful experience for these diverse students may be possible. 
Consequently, an implications chapter, while often reduced to a speculative epilogue 
within a thesis, may be the most important if there is any hope for impact from the 
project, other than that achieved at a conceptual level. In the case of this thesis the 
implications are broad and sweeping: To simply improve the quality of teaching across 
the board in widened-participation university environments. This lofty ideal, however, has 
the potential to influence a number of important down-stream issues connected to 
student success.  
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As universities are placed under increasing pressure to produce graduates who are highly 
employable, possess high-level transferable skills and who are ‘work-ready’, the onus is 
placed squarely on the shoulders of academic teaching staff to deliver these outcomes. 
Furthermore, employees of graduates, themselves, have become more vociferous in their 
critique of university alignment (or, more correctly, the lack thereof!) with the skills 
needed in industry (e.g. Howieson, Hancock, Segal, Kavanagh, Tempone & Kent, 2014).  
As a consequence, issues such as authentic learning, innovative capacity and problem 
solving in students has come to the fore, and organisations and staff capabilities must be 
equal to the task. This may be particularly important in widened-participation universities 
where organisational brand reputation is unlikely to be forged on the basis of world-
leading research. Instead, inclusive universities may rely on measures such as 
employability levels of graduates or teaching quality as a basis for competitive 
advantage. After all, they may have no other weapons in their competitive arsenal 
through which to attract students. Quality teaching to an employability agenda, 
therefore, becomes paramount. 
High quality teaching in a widened-participation environment has a further benefit. If the 
diverse student cohort can be convinced of the relevance and value of their university 
education, and the content can be delivered in an engaging and inspiring manner, then 
the scourge of massification, poor student retention rates, can be somewhat addressed. 
Besides the obvious benefits to student satisfaction on the realisation of qualification 
completion, reducing drop-out rates just makes good economic sense for universities as 
attrition prevents the optimisation of revenue accruing from a long student life-cycle. 
Thus, the findings from this project help to inform the trait profile of highly successful 
widened-participation teachers and, indeed, offer detailed insights into the way these 
excellent educators teach. In this way, the study provides something of an exemplar of a 
fictitious ‘ideal’ teacher, whose attributes can be utilised to inform higher levels of 
teaching performance.  
Throughout this thesis the emergent core categories of the nature of the widened-
participation teaching environment, the traits of excellent teachers and the characteristics 
of excellent teaching have been used as a spine for both the analysis and the 
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conceptualising of the phenomenon. In this chapter, again, the two categories relating 
specifically to the act of teaching will be employed as a structure.  
7.2 Implications stemming from traits of excellent teachers 
Implication 1: The recruitment of outstanding teachers to academic positions 
A raft of school-based studies (e.g. Rivkin, Hanushek & Kain, 2005; McCaffrey, Lockwood, 
Koretz, & Hamilton, 2003) have found that teaching quality is the single most important 
organisational influence on student attainment. While equivalent studies do not exist in 
the realms of higher education, parallels can be drawn with the influence of teaching 
quality in a university environment. Furthermore, teacher influences appear to endure 
long past the teaching event, itself, with McCaffrey et al. (2003) reporting long-lasting 
effects on students undergoing a positive learning experience.    
In a widened-participation environment teaching quality may have a duality of 
importance. Firstly, these institutions, unlike their elite counterparts, generally do not 
have the research capability and reputation on which to base their brand status. Teaching 
quality, therefore, assumes a far more vital role in the standing of the organisation within 
the community it serves. Quite simply, teaching is the main focus of widened-
participation universities, so it behoves these institutions to ensure that the staff are able 
to deliver an outstanding learning experience through exceptional teaching. Secondly, 
the implication of this study is that a highly diverse cohort, as experienced in an inclusive 
University, poses specific and far-reaching challenges to the craft of teaching. This thesis 
suggests that certain combinations of teacher characteristics and strategies assist 
teaching performance in a massified environment.  
Should a widened-participation university business faculty be concerned with raising the 
standard of its teaching staff then this research offers valuable guidance as to how to 
select teachers that are currently, or have the potential to be, outstanding educators?  
According to Darling-Hammond, Berry, Haselkorn and Fiedler. (1999), ‘the issue of 
teacher quality is inextricably linked to recruitment, for in recruiting teachers [institutions] 
wish to attract individuals who are well prepared, effective and who will remain teaching 
long enough to make a difference’ (p. 19).  
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In order to identify outstanding teachers, the findings from this project can be used to 
inform the recruitment process in widened-participation business faculties. In particular, 
the findings may have a useful role to play in crafting probing questions for interviews, in 
the design of role descriptions and in the drafting of criteria documentation. Interviewee 
responses to these questions are likely to reveal preferred candidates, from a purely 
teaching perspective, in an inclusive environment. Building a team of educators within a 
business faculty with a common desire to deliver an extraordinary learning experience is 
beneficial for organisational reputation via student satisfaction. 
Specifically; 
• An understanding of the typical pathways that outstanding educators have taken 
may be illuminating for interviewers, and may lead to a greater focus on real-
world experience and authenticity, for instance. 
• Greater insight into the personal traits and values of awarded educators may help 
align staff appointed with a student-focussed approach within the faculty. 
• Well-crafted interview questions regarding teaching strategies and philosophies 
may reveal those candidates equipped to deliver high quality teaching 
Table 14 makes use of the common traits of excellent educators revealed in this survey to 
formulate a series of interview questions designed to highlight capacity for current or 
future teaching excellence in academic staff candidates in widened-participation 
universities: 
Table 14: Sample interview questions 
Trait Sample interview question Comment 
Egalitarianism Who do you think should be 
able to attend university? 
Excellent educators in a widened-participation 
environment demonstrate an empathy for students at all 
levels within the class  
Reflexivity Describe the ways in which 
you build continuous 
improvement into your 
teaching practice 
Firstly, a drive to improve teaching performance is a 
hallmark of teaching excellence. This sample showed a 
willingness to not only reflect on their teaching, but also 
act to make positive changes. Evidence of SoLT 
involvement. 
Willingness to 
experiment 
Would you consider yourself 
a traditional university 
teacher? 
Excellent teachers appear to shun didactic ‘death by 
PowerPoint’ approaches in favour of innovative active 
teaching practices.  
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Trait Sample interview question Comment 
Enthusiasm and 
passion 
If we had a group of your 
students in this room, how 
would they describe your 
attitude towards the 
teaching task? 
Noteworthy educators demonstrate a passion for not 
only their subject matter but also for the craft of 
teaching and the influence on learning per se.  
Motivations What provides the 
motivation for you to want 
to improve your teaching 
practice? 
Excellent educators exhibit a ‘never satisfied’ quality, 
paired with a genuine concern for student success 
 
Pathways Sample interview question Comment 
Career pathway Describe your pathway into 
higher education teaching 
Excellent educators in business typically possess career-
defining roles in professional business situations before 
moving into higher education, and often reveal a bias 
towards teaching within previous roles. Professional 
development in teaching is also a feature of excellent 
teachers. 
 
Pedagogic 
philosophies 
Sample interview question  
Taking 
responsibility for 
student learning 
As a teacher, how far does 
your accountability lie in 
regard to your students? 
This sample of excellent educators appear to insert 
themselves in the life cycle of their students by aiming 
to understand what they already know while being 
aspirationally sensitive to student career objectives  
Educational 
relationship 
Describe what you feel 
would be an ideal 
lecturer/student relationship 
Excellent educators within a widened-participation 
environment understand the value of trust and 
rapport-building between the parties and overtly 
exhibit empathy for their students to build academic 
reassurance 
Attitude towards 
students 
Do you have any particular 
responses to students that 
are clearly struggling in 
your class? 
This sample appear to take a coaching role with 
struggling students and expend considerable effort in 
working with students to meet the standards expected 
 
Teaching strategy Sample interview question  
Constructive 
feedback 
Describe the way in which 
you provide feedback in 
order to assist the academic 
progress of students  
Excellent educators understand the important role of 
feedback to student learning, and offer thorough 
positive critique on each assessment task.  
Enough time to 
teach 
How do you cope with the 
delivery of courses that are 
particularly content dense? 
Noteworthy teachers in higher education are 
conscious of not overwhelming students with content, 
and cope with this by highlighting importance, 
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Teaching strategy Sample interview question  
hierarchy and application in content provided 
Engagement How do you go about 
keeping the class interested? 
Excellent teachers are sensitive to differing learning 
styles and the importance of variation in holding 
student interest 
Organisation of 
learning 
Describe how you approach 
the organisation of your 
classes to assist student 
understanding 
Here, recap and repetition appear to be desirable 
techniques, together with clarity regarding how the 
integration of the component parts occurs 
Expectations What do you expect of your 
students and how do they 
know this? How do they 
know what to expect of you? 
Excellent educators typically ‘set the scene’ regarding 
expectations early on in the semester with some 
encouraging student generation of mutually agreed 
rules for the cohort 
Understanding How do you ascertain what 
learning level members of the 
class are at? 
This sample of teachers exhibited an awareness of the 
pathways of each of their students and, in some 
instances, utilised remedial sessions/activities to better 
understand the level of the cohort 
Peer support Do fellow students have a 
role to play in learning? If so, 
how? 
Noteworthy teachers are able to manage peer 
interaction to facilitate group discussion and idea-
generation while actively encourage teamwork 
Accessibility How do you encourage 
students to contact you and 
gain access to your expertise? 
This sample of teachers demonstrated a student focus 
for lecturer/student communication and used 
techniques like ‘open door policy’ and ‘service 
standard for email response’ to encourage accessibility 
Authenticity What part do authentic 
learning tasks play in your 
teaching craft?  
Excellent educators display a strong commitment to 
authentic learning, and assessment tasks are often 
developed to build graduate skills 
Cognition How do you go about 
encouraging deep thinking 
amongst your students? 
Skilled educators possess a raft of techniques to draw 
out higher-level cognitive abilities in students rather 
than practice passive learning 
Clarity Given the wide spectrum of 
abilities in a classroom, how 
do you help them understand 
how the various course 
components fit together? 
Excellent educators make efforts to locate courses 
within programs, and topics within courses to assist 
students navigate academic content complexity   
Rationale How do you attempt to 
answer the question that 
some students pose: ‘why 
should I bother learning this?’ 
Excellent educators generally go to great lengths to 
generate an understanding of the value of the content 
from a student perspective 
 
The sample interview questions above, together with hints for the interpretation of 
candidate responses in light of this study, are intended to provide academic recruiters 
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with some assistance in identifying educators who may be able to raise the performance 
of teaching in an inclusive environment. This is crucial as, based on findings in school 
situations, the most important ingredient in an excellent student learning experience are 
the teachers themselves. Get this wrong and no amount of curriculum redesign, 
assessment task crafting or classroom technology will breathe life into the student 
experience. While a myriad of questions are offered here, the nature of tenured positions 
within the university system puts pressure on recruiters to make no mistakes in 
employing appropriate teaching staff, so a rigorous examination of candidates is 
advocated here.  
By way of summary of the traits of excellent teachers, the research findings of this project 
suggest a number of commonalities. Thus, an identikit picture can be assembled 
suggesting a profile of an excellent educator in line with these findings. While it would be 
absurd to suggest that these, and only these, traits must be in place for excellence to 
occur, it may not be unreasonable to suggest that there is a predilection or potential for 
excellent teaching to occur, should these traits be present in teachers  
7.3 Implications stemming from characteristics of excellent teaching 
These implications will be considered, first generically, then from the point of view of 
various stakeholder perspectives; individual, faculty and organisational. 
Implication 2: The importance of bringing teaching and learning front and centre in 
a widened-participation environment 
Perhaps the most salient of the findings presented in this thesis concerns the extreme 
diversity in non-elite cohorts, and the impact that may have on the way in which high 
quality teaching is enacted. As Naidoo and Jamieson 
(2005) describe, market policies do not impact 
universities evenly, with ‘subordinate’ universities 
bearing the brunt of participant-widening policies in 
terms of educational challenges. The discussion 
chapter of this thesis makes the point that teaching 
expertise needs to align with width of diversity. The implication here is that teaching 
The key point is that universities should focus on 
learning, and effective learning depends on 
effective teaching. I believe that universities are 
not doing this to the best of their abilities and 
they have their priorities wrong 
Emeritus Professor Adrian Lee 
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quality becomes far more crucial in a widened-participation environment, as the cohort 
relies on finely-honed teaching skills to overcome the learning challenges posed by 
diversity. In an elite higher education environment this may not be the case as the cohort 
generally exhibits greater homogeneity, with a student body that already possess the 
skills required for academic success. To some extent, elite students may learn despite the 
quality of the teaching. 
Consequently, it behoves inclusive universities to focus on building teaching quality in 
order to enhance the student learning experience and drive retention. A number of the 
educators in this sample believed that their concentration on teaching expertise, at the 
expense of discipline-based research, had harmed their career prospects. Via 
promotional mechanisms and status within faculty their view was that discipline-based 
research was privileged within the university system. This is unlikely to be addressed 
unless universities acknowledge the critical role of learning and teaching overtly in the 
systems that control the reward and elevation of staff. Until such a time, teaching 
expertise will lay in the shadow of discipline-based research.  
This strikes at the very heart of the function of universities within our society. In an 
insightful radio interview on ABC radio (2011), the former Pro Vice Chancellor of the 
University of New South Wales, Emeritus Professor Adrian Lee, recounts the change in his 
answer to the question ‘what is the major role of a university?’ over the course of his 
illustrious academic career. While he does not refute the importance of the pursuit for 
knowledge within a university, he has finally arrived at a position that reflects the 
expectations of students and their parents:  
My answer would be that the major expectation of incoming students and their parents is 
that we create an environment and experiences that helps students learn the skills, 
attributes and attitudes that will enable them to follow their dreams and make a positive 
contribution to the world they live in. And as academics we should do this to the best of 
our abilities.  
The author of this thesis agrees with the view of Professor Lee when he states: ‘The key 
point is that universities should focus on learning, and effective learning depends on 
effective teaching. I believe that universities are not doing this to the best of their abilities 
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and they have their priorities wrong’ (emphasis added) (ABC, 2011). His concerns echo 
those of a number of the noted teachers interviewed for this project; that their decision 
to focus on teaching excellence, as opposed to research within their discipline, has 
harmed their career progression. Universities, then, do not generally privilege high quality 
teaching in the same way that high quality research is lauded. Professor Lee (ABC, 2011) 
sums up this inconsistency: 
…how much time (is) spent sitting in a lecture listening to teachers perform a one-way 
monologue about what you were expected to know? This is certainly not what all the 
research tells us about how students learn best. Before I get too many people upset I 
need to state the obvious that there are many inspirational academics in our universities 
who teach brilliantly. However, my experience was that this is not the norm and there was 
a clear need to change the underlying academic culture. 
The academic culture to which he refers centres around the rhetoric of university 
leadership in regards to academic priorities: ‘If you want to succeed here then you had 
better concentrate on your research. You need grants and publications in those top 
journals so it counts towards our institutional standing’ (ABC, 2011). 
Consequently, it is beholden on widened-participation university leaders to align 
acknowledgement of and reward for teaching expertise with the ethos of the institution 
as this serves to incentivise academic motivation to improve teaching practice. 
Implication 3: The role of this research in building teaching excellence on an 
individual basis 
While implication one concerned itself with the recruitment of potential or current 
outstanding educators, the findings of this research also have a role in shaping the 
competencies of current teaching staff in inclusive universities as, for the first time, there 
is a basis for understanding the strategies that constitute teaching excellence within a 
widened-participation environment.  
There may also be some aspirational power captured in these findings in that they 
channel the teaching philosophies, strategies and motivations of acknowledged experts 
in the craft of pedagogy in higher education business schools. The views of award-
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winning leaders in the field may confer legitimacy for the concepts proffered, and 
provide motivation for those aspiring to excellence in their role. 
If the findings from this research project are able to be effectively disseminated amongst 
teaching academics, then the concepts contained therein may influence the way in which 
teachers currently operating in higher education ply their trade. In essence, these findings 
may disrupt the traditional didactic lecture in favour of more contemporary approaches 
which are likely to be effective in widened-participation environments. Via journal paper 
publication and future conference presentations, academics with an interest in improving 
teaching performance for reasons of career enhancement may be exposed to the 
importance of such concepts as authenticity of learning, variations of state and clarity 
enhancement and inspired to adopt these in a holistic approach to the widened-
participation teaching conundrum in higher education.  
Furthermore, an understanding of the ways in which these excellent educators interact 
with their students to build engagement and academic confidence for the learning 
journey ahead, may offer something of a blueprint for early-career teachers in terms of 
successful learner/teacher relationship strategies. While teachers within the TAFE sector 
are required to undergo teacher training prior to employability, the same restrictions are 
not in place in the higher education sector. Thus, teaching skills and strategies may be 
incorrectly assumed to be in place in newly appointed lecturers, but without appropriate 
pedagogic scaffolding it is difficult to understand how teachers can be expected to 
develop competencies, never mind excellence. 
This research project can go some way towards addressing this shortcoming by providing 
impetus for induction of novice teachers into the craft of teaching in higher education 
(see recommendation 3). Equally importantly, this would allow early individual 
professional development opportunities to be grounded in best-practice for a widened-
participation audience, thus highlighting tactics which enhance academic success in 
diverse cohorts. Organisationally, early induction of teaching staff into the particular 
student needs of a widened-participation cohort is likely to bear fruit through improved 
retention and academic engagement of students. 
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Implication 4: The role of this research in nurturing teaching excellence within a 
faculty 
The nature of this research and the associated findings can be considered a useful 
framework around which to conduct professional development within a business faculty. 
The reason for this is that the environment in which this project was carried out is that of 
a widened-participation university, and the sample restricted itself to business educators. 
Thus, the context-specific nature of this research is likely to be more resonant for staff 
undergoing professional development, in that it addresses specific teaching challenges 
likely to be encountered in the business faculty of a widened participation organisation. 
Using this research as a framework for in-faculty professional development may also help 
to shift focus from a content-driven view of teaching practice to a more holistic approach 
involving traits, attitudes, motivations and strategies for enhanced teaching.   
Under the auspices of the role of Associate Dean, Learning and Teaching, the author has 
developed a seminar entitled ‘Student Whisperers: Characteristics of teaching excellence 
in a widened participation higher education environment’ based around the findings and 
structure of this project. In August, 2015, this seminar was delivered to over 100 teaching 
staff members across nine private provider partner institutions with an objective of 
raising teaching performance in a particularly diverse teaching environment. These 
organisations are dominated by international student enrolments with significant cultural 
variation in the cohort so provided an appropriate setting for a seminar based around 
pedagogical responses to student diversity. This thesis and its findings formed the 
skeleton of the structure for this seminar which followed the format: 
1. Challenges from diversity…what the research reveals 
a) Academic diversity 
b) Cultural diversity 
c) Familial enculturation diversity 
d) Socio-economic status diversity 
e) Life stage diversity 
f) Learning style diversity 
g) Academic motivation diversity 
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2. Personal traits…what the research reveals: 
a) Egalitarianism   
b) Reflexivity   
c) Willingness to experiment 
d) Enthusiasm and passion 
e) Ability to engage 
f) Outstanding lesson planning and organisation 
 
3. Teaching strategies…what the research reveals: 
a) Constructive feedback 
b) Allow enough time to teach, enough time to learn 
c) Organisation of learning 
d) Establishing expectations 
e) Create an empathetic relationship  
f) Understanding the cohort 
g) Willingness to be accessible 
h) Strategies to enhance clarity  
i) Providing a rationale for learning 
 
4. Key motivators in excellent teachers…what the research reveals: 
a) Personal dissatisfaction with performance 
b) The desire to see transformation in their students 
c) Deep obligation to student experience 
d) See student failure as their failure 
e) Desire for acknowledgement  
Together, these elements represent the essence of the central concept of this thesis; 
context mediated pedagogy. A second application of this research is teacher self-
assessment of pedagogic strategies employed. The radar plot delineated below (Figure 
24, next page) can be used as a self-assessment tool to focus teaching staff on the key 
strategies that show resonance with a widened-participation cohort. Educators within 
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business schools can rate themselves on the thirteen desirable teaching strategies 
generated by this research (see Table 12, Figure 18 & 23), with innovative teaching 
techniques provided to address perceived areas of lower performance. This self-
evaluation could be made in conjunction with a follow-up professional development 
workshop, or adapted as an on-line diagnosis tool. 
A third area to which this research can be applied for effective faculty-level 
encouragement of improved teaching improvement is through peer review of teaching. 
As Pagani (2002) notes, peer review is a mechanism for change to occur. Similarly, Cole 
(2003) declared peer review to be a vital process for improving product quality by 
catching mistakes and, thus, supporting a culture of quality improvement. Ramsden 
(2003) has called into question the sole reliance on the ubiquitous student evaluation of 
teaching questionnaires advocating, instead, a more balanced approach to teaching 
performance appraisal from multiple stakeholders. As Bingham and Ottewill (2001) point 
out, the judgement of professional staff is a particularly valuable perspective, thanks to 
its informed standpoint. Blackmore (2005) describes the purpose of evaluation of 
teaching performance via peer observation as: ‘The aim is for people to improve their 
teaching, and also to facilitate management decision making in such areas as inter alia, 
promotion, salary increases and awards’ (p. 222). 
Of particular relevance to the implications of this research is one of four ‘Principles of the 
evaluation of teaching’ developed by Van Note Chism (1999): 
Evaluation of teaching must be appropriate to the teaching context, and clear guidelines 
must be accessible to all. Departments must invest time in developing and announcing 
their approach to the evaluation of teaching and the place of peer review within that 
system. A written document should be on file at the institutional level as well as at the 
college and departmental level (p. 19). 
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This project will allow peer review to be highly ‘appropriate to the teaching context’ (in 
this case, that of a diverse, widened-participation university setting) by offering the clear 
guidelines that are advocated by Van Note Chism (1999). In particular, the findings from 
this research project can be used to generate a universe of categories against which the 
reviewee can be assessed. This can be achieved via the creation of a checklist designed 
specifically to encourage excellent practice based on exemplars from within the 
environment in which the teaching is occurring. It has been the experience of the author 
that, in the past, checklists used to assess the performance of teachers have been 
adapted from those used in presentation delivery situations (For example: ‘clarity of 
speaking voice’, ‘stance’, ‘freedom from distracting mannerisms’ etc.). In short, they have 
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Figure 24: Self-diagnosis tool for teaching within a widened-participation environment 
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been developed from the basis of presentation skills rather than from a more 
pedagogically sound premise. Furthermore, they assume that the teaching situation is 
didactic in nature. Perhaps this was the case when lectures were omnipresent in 
universities, but with progressive teaching models gaining ground in higher education, 
these forms may not be particularly appropriate to, say, a flipped classroom, or a 
problem-based learning situation. Taking a more pedagogically defendable approach 
through the lead of the research findings from this study make deliver a more robust and 
applicable document, which has the added advantage of specificity to the widened-
participation arena. 
The following document uses the findings from this project to provide highly relevant 
categories against which to assess teaching quality in a diverse teaching environment. 
Peer review of teaching checklist 
Table 15: Peer review of teaching checklist 
Program:   
Course:   
Course Level:   
Date:   
Type of learning activity:   
Peer Reviewee:   
Peer Reviewer:   
   
Characteristic Observed? Comment 
   
Organisation of learning   
Articulation of the place of the course in the program and/or the 
topic in the course 
  
Rationale provided for studying the topic   
Clear establishment of expectations of students   
Learning objectives for the session are clear   
Structure of session is evident and appropriate   
Session has a clear introduction and summary   
   
Relationship management   
Creation of empathy between educator and students    
Explicit willingness to be available and accessible   
Evidence of enthusiasm for topic   
Student contributions and participation is encouraged and 
equitable 
  
Academic reassurance practiced   
Encouragement of academic risk-taking   
Educator models business-appropriate language and behaviour   
Educator demonstrates interest in career paths/student journey   
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Content communication strategies   
Pace of teaching appropriate to cohort   
Cohort are engaged    
Active learning is evident   
Variation of teaching strategies is evident   
Peer to peer learning to aid understanding is evident   
Assured presentation skills   
Effective use of resources, props and media   
Constructive feedback is provided   
Evidence of innovative strategies   
Evidence of students being challenged to think 
deeply/conceptually about issues 
  
Explanation of concepts is clear   
Educator seeks feedback from cohort regarding understanding of 
content 
  
Content appears authentic and theoretical concepts are 
related/applied to real-world scenarios 
  
Assurance regarding subject knowledge of educator is evident   
Examples are contemporary and resonant   
Content is disaggregated into simple building blocks and the 
relationship to other material presented is made explicit 
  
Importance of concepts presented is clearly highlighted   
Emphasis on business skills/graduate attributes as well as 
discipline content 
  
   
General comments and suggestions for future pedagogic 
development 
  
 
 
 
  
 
The foregoing checklist, then, provides a framework to encourage those teaching 
strategies exemplified by excellent teachers in a democratised teaching environment. As 
such, it offers a specific quality improvement mechanism for the faculty. Furthermore, as 
Blackmore (2005) suggests, reviews such as this may offer useful input to faculty 
leadership decision making (such as promotion and awards) by providing an assessment 
of current teaching performance in a summative way.   
Implication 5: The role of this research in nurturing teaching excellence within the 
organisation 
Based on feedback from university staff within the organisations surveyed, it would 
appear that higher education institutions are beginning to increase their focus on the 
formalisation of processes to ensure academics are involved in teacher training. Taking a 
leaf out of the book of their tertiary counterparts in TAFE, many universities now offer 
graduate courses, Certificates or Diplomas in teaching. The Graduate Certificate in 
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Education (Tertiary Training) at Federation University is one such course, stating as its 
rationale: 
…to allow educators to update and widen their knowledge of contemporary student 
centred learning while exploring and developing new skills and pedagogies. Throughout 
the program staff will be exposed to contemporary trends and issues in tertiary education 
(www.federation.edu.au). 
These credentialed courses are targeted towards both commencing teachers in higher 
education and established educators wanting to update teaching skills. From an 
organisational perspective they are seen as a mechanism by which the overall 
competencies of the university teaching pool can be elevated. Indeed, a number of 
organisations known to the author are now expecting tenured teaching staff to be 
making progress towards qualifications such as this in order to fulfil annual performance 
criteria, thus exerting a degree of control and compulsion to professional development in 
education.  
Initiatives such as these help to address a yawning gap in higher education teaching 
competence by recognising that in-depth discipline knowledge is not the only 
prerequisite in the quest for high teaching performance. Indeed, the findings from this 
project imply that the very best teachers in our universities are often able to successfully 
teach across discipline areas without deep subject knowledge, as it is the teaching skills, 
themselves, that appear to largely determine teaching effectiveness. 
The research findings from this study suggests that teaching into a widened participation 
environment demands specific attributes, strategies and skills and, as a consequence, 
may inform the content of these graduate qualifications when they are delivered in an 
inclusive university setting. In this way, using the concepts detailed in this thesis, the 
focus of the training provided by these courses may be able to be made more context-
specific. In particular, a focus on the nature of the diversity likely to be encountered in 
the cohort, and its implications for teaching excellence may very well boost the value of 
these programs to the organisation via its potential retention and engagement benefits. 
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7.4 Limitations 
Limitation 1: Single perspective 
Via their concept of ‘theories in action’, Argyris, Putnam and McLain-Smith (1985) make a 
clear distinction between the espoused strategies that teachers say they employ (which 
they term espoused theories of action) and the actual strategies employed by teachers 
(referred to as theories-in-use). According to Argyris et al. (1985), teachers may or may 
not display congruence between espoused theories of action and theories-in-use, 
meaning the discourse used in describing their espoused teaching strategies may be at 
odds with teaching practice. Furthermore, Kane, Sandretto and Heath (2002) suggest that 
the teaching practitioner may very well be unaware of the misalignment between rhetoric 
and practice when describing their teaching strategies. Thompson (1992) agrees, stating:  
Any serious attempt to characterize a teacher’s conception of the discipline he or she 
teaches should not be limited to an analysis of the teacher’s professed views. It should 
also include an examination of the instruction setting, the practice characteristics of the 
teacher and the relationship between the teacher’s professed views and actual practice 
(italics added) (p. 134). 
The thorough meta-analysis of Kane et al. (2002) draws attention to this phenomenon as 
it applies in higher education research. Of the 50 studies they reviewed, just 20 percent 
utilised multiple sources in an attempt to verify that practice was congruent with 
espoused views on teaching strategies. Lincoln and Guba (1985) cite multiple methods of 
data collection as a key technique in enhancing trustworthiness of the research. Davidson 
and Tolich (1999) concur, believing triangulation (data on a phenomenon obtained from 
more than one viewpoint) is crucial to the validity of qualitative research findings. 
In view of these findings, a limitation of this study is that the teaching strategies and 
beliefs are those elucidated by the lecturers themselves with no recourse to a second 
perspective. While the scope of this study does not allow multiple vantage points to be 
considered (e.g. the student view of pedagogic excellence in a widened-participation 
institution), it is proposed that this limitation be addressed via the creation of a follow-up 
project to achieve confirmation of these findings through observation of practice. By 
gathering behavioural data through direct observation of the sample teachers involved in 
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this study, findings will be validated (or, as Lincoln and Guba (1985) would term it, made 
more trustworthy). 
Nevertheless, in this case, the wide experience of the participants and their reflective 
nature suggests that teaching practice and espoused teaching strategies may align quite 
closely. 
 
Limitation 2: Australian-based sample 
While the phenomenon of massification appears to be a trend across most developed 
nations, care needs to be taken in assuming that these research findings regarding 
pedagogic adaptation can be applied directly to educational environments in other parts 
of the world. The purposive sampling rationale used in this study has been designed to 
allow findings to be generalised across the Australian higher education landscape due to 
the range of universities chosen and their varied location. The educators interviewed, 
however, ply their trade within the constraints and policies dictated by the current 
Australian educational legislation. These policies dictate the types of students attending 
these subordinate Australian universities in terms of their previous educational 
performance, their social status, their home country and even their ability to pay.  
More so than ever before, other nations are turning to educational policy as a lever for 
economic development. Consequently, university populations are not derived organically, 
but are predicated on the specific governmental educational policies that are in place at 
any given time. Given the international disparity between educational policies worldwide, 
it cannot be assumed that the level of heterogeneity displayed in student cohorts in 
Australian universities will be mirrored in other developed nations. If the diversity of 
student cohort does, indeed, influence pedagogy (as this thesis anticipates), then these 
strategies of excellence may well display national variations. The literature review 
embarked upon during this project did, however, include commentary from around the 
developed world. This analysis confirmed that many of the challenges (and solutions) to 
issues posed by democratised massification had a significant degree of commonality 
internationality. 
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This limitation could be overcome by a comparative international study of pedagogic 
adaptation in inclusive university settings, which is beyond the scope of this Australian 
study. 
Limitation 3: Discipline-specific study 
In order to assist validity, this study considers only teaching excellence within business 
faculties. Consequently, the application of the findings from this project could be limited 
to similar educational environments. It may be that pedagogic responses within inclusive 
higher education environments vary little faculty to faculty or, alternatively, the 
characteristics of the subject matter may play a significant role in strategies adopted with 
non-traditional cohorts. For instance, the discipline, itself, may hold to specific canons of 
teaching which may render some pedagogic adaptations superfluous.  
Given that the pedagogic excellence for a diverse student cohort described within this 
thesis is limited to the business discipline, to extrapolate these findings more broadly 
would require further work in dissimilar faculties to verify whether the findings might be 
applied across a wider educational landscape. 
Despite these three limitations, the five implications in this chapter offer practical ways in 
which the findings generated by this study may be used in an inclusive university 
teaching environment. However, besides the discrete skills and techniques these 
implications endorse, it is hoped that they may fulfil a higher purpose; that of disrupting 
the traditional didactic ‘sage on the stage’ teaching approach by challenging experienced 
educators to consider the adoption of a teaching philosophy that is student-centric, 
authentic, encouraging and innovative. For it is only by influencing educators at an 
individual level that teaching performance can be improved in higher education across 
the board. Collectively, small changes to the philosophies and beliefs that underpin 
teaching practice, together with the adoption of new strategies amongst teaching staff 
can make a difference to the educational experience of an academically vulnerable 
cohort. If this project acts as the catalyst for just one educator in one widened-
participation business school to pause for refection to consider authenticity of an activity, 
or one teacher provides students with a rationale for learning a particular topic, the 
legacy of this thesis will not have come to naught.   
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Chapter 8:  Future Research Directions 
As this thesis offers a unique perspective on the way in which educators mediate their 
craft in a specific environment this project represents an exploratory investigation into 
the phenomenon described. Not surprisingly, initial forays into a new slant on a field of 
study generates a myriad of potential areas for future research to add richness to the 
initial findings established. While not exhaustive, the following seven research projects 
would cast new light on the phenomenon under investigation. They represent 
approaches to the research topic from different perspectives (8.1, 8.2), attempts to ‘feel 
for the edges’ (8.5), projects to seek clarification (8.3, 8.4) and research to extend the 
concept (8.6, 8.7). 
8.1 Triangulation for verification 
Section 7.4, limitations, brought into sharp focus the differentiation between espoused 
strategies of teaching and the actual strategies used by teachers. In particular, Argyris et 
al. (1985) have suggested that espoused theories and ‘theories-in-use’ may not display 
congruence. In short, teachers may describe an idealised view of their teaching practice 
infused with all the biases that self-reporting brings.    
Furthermore, in a thesis that extols the benefits of student centricity in higher education 
pedagogy, it is somewhat ironic that this project sought participation from a single 
source; that of the teachers themselves. Silent are both the voices of the students, 
colleagues and the organisation within which these educators ply their trade within an 
open access university environment. There is some comfort in this regard from the work 
of Sherman et al. (1987) who reveal significant consistency amongst characteristics of 
teaching excellence according to both students and teachers. However, Das et al. (1996) 
suggests that desirable teacher attributes are viewed quite differently when student and 
faculty perceptions are compared, with the organisational view taking a far more 
discipline content based approach. 
The single lens that this study uses for the investigation of the excellence phenomenon is 
by no means unusual. Kane et al. (2002) reports that just 40% of studies attempted to 
Chapter 8:  Future Research Directions 
 
237 
 
verify that espoused views matched pedagogic practice by using multiple sources. This is 
despite the warning sounded by Davidson and Tolich (1999) who believe triangulation 
(data on a phenomenon obtained from more than one viewpoint) is a key to building 
validity in qualitative research. 
Via a Grounded Theory vehicle, the brief of this study was to lay the groundwork for the 
development of emergent theory surrounding a phenomenon in a field where 
conceptualisations are sparse (Babchuk, 1996). The foregoing analysis meets this brief 
with the development of theoretical frameworks within which to better understand the 
forces at work and the nature of their relationship. Now this exploratory research has 
been undertaken, the way is open for verification of the findings using triangulation 
techniques advocated by Davidson and Tolich (1999). Thus, in the elegant words of 
Richer (1975), it is hoped that this project is the catalyst for generation of viable scaffolds 
on which to drape future research activity.  
Five perspectives (Figure 25) are likely to be worthy of future research activity in regard to 
teaching excellence in a massified environment and these views represent the major 
stakeholders in a university learning experience: 
a) The perspective of the regulator/government on teaching excellence in a 
widened-participation environment 
b) The perspective of the university on teaching excellence in a widened-
participation environment 
c) The perspective of the faculty and academic colleagues on teaching excellence in 
a widened-participation environment 
d) The perspective of the teacher on teaching excellence in a widened-participation 
environment 
e) The perspective of the student body on teaching excellence in a widened-
participation environment 
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This research project investigates just one of these perspectives, that of the educator. 
Examination of alternative perspectives will generate the validity demanded by Davidson 
and Tolich (1999) by casting new light on the phenomenon. In the traditions of empirical 
evidence, this will ultimately mean an adjustment in understanding as further evidence is 
brought to bear. Perhaps the most important of these proffered perspectives is that of 
the student, themselves. This is because the objective for all the stakeholders mentioned 
above is a better quality of teaching within universities to potentiate student success 
both at university, vocationally and through enhanced civic participation. 
Much of this multiple perspective work has already been investigated in the realms of 
higher education teaching excellence per se. For instance, Hillier and Vielba (2001) have 
compared the views of quality assurance authorities on teaching excellence with those of 
teachers and students (and found a mismatch). Furthermore, Horan (1991) considered 
both student learning performance with teachers’ views on pedagogical excellence. 
However, in order to further illuminate and validate the findings reported here, studies 
like the ones identified above need to be replicated within a widened participation 
environment, the particular angle of this research project. 
Regulator/government 
perspective
Organisational 
(University) 
perspective
Faculty/discipline 
perspective
Teacher 
perspective
Student body 
perspective
Macroscopic 
perspective 
Microscopic 
perspective 
Figure 25: Five pedagogic excellence perspectives warranting further research 
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With this validation, higher education organisations will be in a much more informed 
position to respond to the learning needs of the next wave of higher education students; 
those who are the children of the Democratised Massification era. 
8.2 Cross-faculty application 
For reasons of both pragmatism and the author’s area of interest (higher education 
pedagogy in business schools) this study sought participants from business faculties 
alone. Consequently, the findings are restricted to those characteristics of teachers and 
teaching in this arena, and should not be extrapolated to other faculties and disciplines 
without appropriate validation via research. It seems highly likely that many of the 
strategies that are used by excellent teachers of business may also be applicable to most, 
if not all, university teaching. It would be difficult to imagine a learning situation in which 
tactics such as thorough feedback, availability/accessibility of staff and authenticity were 
not a valuable component to learning, particularly if the cohort demonstrates a similar 
profile. 
It is not inconceivable, though, to believe that there are specific teacher characteristics 
and teaching strategies that are valuable within a particular discipline. In performing arts, 
for instance, creativity could be a highly desirable teacher trait that was not brought to 
the fore by the business participants in this study. Alternatively, the weight attributed to 
particular traits may differ from discipline to discipline and, therefore, faculty to faculty. 
Even within the restricted sampling utilised in this research project different skills and 
approaches appeared to dominate. By way of example, the gifted teachers within the 
accounting discipline stressed repetition of the algorithms within the accounting 
discipline as a key to student success. Marketing lecturers, on the other hand, lauded the 
ability to think from the customers’ perspective, so the ability to enhance cognitive agility 
was seen as a mark of teaching excellence. 
A research study in a dissimilar faculty to the one considered in this project would assist 
in determining how far these findings could be generalised, and could also highlight 
whether there are differences in importance for each characteristic between faculties. 
Perhaps the choice of a faculty or discipline which shares few of the norms or canons of 
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teaching with business would be an appropriate choice as this would help to define the 
widest parameters of the phenomenon. In this way, common teacher traits and strategies 
between teaching environments could be identified, thus adding to the body of 
knowledge regarding global pedagogy appropriate within any widened participation 
environment.  
Nevertheless, it could be hypothesised that the challenges from the factors of diversity in 
an open access university impact on all faculties and disciplines, and the need to attempt 
to homogenise the cohort when faced with one-to-many teaching ratios demands a 
strategic pedagogic response. 
8.3 The learning styles debate 
Findings from this project revealed both an awareness of, and a utility around, the 
concept of preferred learning styles in students amongst some of the participants. 
Indeed, learning style nomenclature has penetrated the narrative of quite a number of 
these educators with ‘kinaesthetic learners’, ‘learning-by-doing activities’ and ‘read/write 
learning’ phrases commonplace. So pervasive was this belief that it warranted the 
generation of selective coding theme around the ‘diversity of learning style’ conception.  
Popularised initially by Kolb (1984), learning styles suggest that individuals have different 
ways in which they learn best. By this supposition, people can be categorised as to their 
preferred method of learning, and taught accordingly. According to proponents, in an 
educational setting, classroom strategies can be designed to align with the learning 
styles present, thus making learning more effective. From this initial work, a raft of 
categorisations have been proposed including the managerial approach of Mumford 
(1997) and Fleming’s (2014) much-vaunted VARK model which categorised students into 
either visual, auditory, read/write or kinesthetic learners. This model was used by one of 
the participants of this study to better understand how material should be presented for 
enhanced learner engagement. 
The learning styles movement is highly contested, however. While it appears that 
students have preferred ways in which they accept information (e.g. Pashler, McDaniel, 
Rohrer & Bjork, 2008) evidence for improved learning outcomes following the utilisation 
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of a learning styles approach appears thin. In fact, Lilienfeld, Lynn, Ruscio and Beyerstein 
(2010) rate the claim that student learning is enhanced when teaching styles are aligned 
to student learning styles as one of the great myths of modern psychology. 
A number of participants in this study not only claimed that they could discern a range of 
different preferred learning styles in their class but, more controversially, they have 
detected a swing in the types of learning styles present in the student cohort under the 
wave of massification. In particular, some claimed that the diverse cohort was tending to 
a far more kinesthetic and visual learning bent (as described in the VARK model), and 
that traditional reliance on read/write learning abilities was no longer representative of 
the student body in a widened-participation situation. It was also suggested that the 
range of learning styles present in a widened-participation environment was much wider 
than that previously seen in a traditional university cohort. 
Of course, learning style preferences may be less innate and more influenced by 
environment. Indeed, one participant suggested that the widespread lack of academic 
enculturation in the cohort influences learning style preferences; that, unlike traditional 
university cohorts, diversified student groups had not been conditioned for read/write 
learning. This notion was proffered as the reason why didactic delivery was so 
spectacularly unsuccessful in widened-participation settings. 
Given the views of the participants of this study, a comparative research study into the 
learning preferences of an elite cohort versus an open-access cohort would be 
informative, as it may prove instructive for the types of classroom strategies chosen for 
each environment.  
8.4 Do teaching strategies adopted influence learning (and, if so, how much)? 
While the practice of the educators in the present study has been honed over many years 
to better accommodate diverse students, the ultimate objective is enhanced learning 
across the cohort. Similarly, student evaluations of teacher performance are largely based 
on perceptions of the teacher and teaching environment, rather than assurance of 
learning specifically. Horan (1991) took on this challenge by using student performance 
as a basis to identify excellent teachers before interviewing those teachers to determine 
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common characteristics. In-depth knowledge of subject area, variety of teaching 
techniques, interest in teaching, organisation, interested in students, encouragement of 
participation and provision of regular feedback were reported to be the key strategies for 
effective teaching. The problem here is that, as self-accrediting entities, universities (and, 
indeed, subject developers) have control over the difficulty built in to a course of study. 
Thus, a cohort over-performing may be more a reflection of subject lacking academic 
challenge rather than evidence of exemplary teaching. While Horan’s (1991) study should 
be applauded for seeking to define excellence from the perspective of student outcomes, 
it did not specifically focus on the issue of the adaptation of teaching in a widened-
participation environment, the topic of this thesis. 
While evidencing whether learning has occurred is fraught with difficulty, a comparative 
study between the same unit curriculum being taught in two distinct ways (one 
didactically, one using the strategies advocated here) would provide new impetus for an 
active learning agenda in higher education. To allow a comparison to be made, a similar 
cohort would need to be used, so a class divided randomly into two groups undergoing 
the same assessment regime may be the basis of the research design. This, however, may 
raise ethical issues regarding equivalence of student experience. 
Nevertheless, a project to establish or refute a link between some of the strategies 
advocated by the gifted lecturers in this study and student learning would be 
fundamental to consolidating the arguments made within this thesis. 
8.5 Is the definition of pedagogic excellence universal? 
This thesis meets its brief by identifying those characteristics in both the teacher and 
teaching that can be considered exemplars of excellence in higher education. It also 
established some of the key adaptations that teachers have made to their craft in order 
to meet the learning requirements of a particularly diverse cohort. However, it could be 
the case that these teaching strategies and teacher traits are actually characteristics that 
describe universal teaching excellence. That is, the approaches to teaching described 
herein may be appropriate to all environments, whether they be the highest ranking elite 
university, or the most open access higher education institution in the country. Certainly, 
Chapter 8:  Future Research Directions 
 
243 
 
a strategy such as detailed constructive feedback is likely to be desirable from a student 
learning perspective regardless of the teaching situation, but what of all the strategies 
and traits uncovered within this research study? So, the question must be asked; are the 
teaching adaptations in response to the hyper-diversity of the cohort in a widened 
participation environment true reactions to the challenging environment, or are they 
simply best practice of contemporary pedagogy applicable for all universities?  
While it can be speculated that some of the issues and teaching responses (such as the 
greater need for academic reassurance) probably apply to a greater extent in an open 
access situations, the degree that the environment demands a specific way of teaching is, 
as yet, not well understood. Consequently, a further study is proposed to look specifically 
at both excellent teaching practices and the traits of the gifted teachers, themselves, 
within an elite university situation. In order to provide a strong basis for the comparison, 
it would be useful if the research design, including sampling and methodology, could 
mirror that used in the present study. Armed with this information, academic recruitment 
for teaching excellence can be approached with more assurance. For instance, perhaps 
empathy for, and sensitivity to, a lack of familial enculturation into scholarship and, 
therefore, a willingness to not let any student fall by the wayside is crucial to student 
progress, so this trait can be specifically sought in a candidate for a widened-
participation academic role. An understanding of the different pedagogic strategies 
utilised in each situation could also be used as the basis of professional development 
within faculties, thus tailoring teacher training on the basis of cohort type.  
The outcome of a comparative research study such as that proposed above, would 
deepen understanding of the issue, thus going beyond the exploratory nature of this 
initial foray into environment-aligned pedagogy. And, a study such as this would 
establish the veracity of the central argument of this thesis that pedagogy needs to be 
adapted to the cohort presented. 
8.6 Recruiting the right stuff 
Research findings from as early as the mid 1960s show that, in the school environment at 
any rate, the most important determinant of student achievement from a school input 
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perspective is teacher quality (Goldhaber, 2006). Furthermore, according to Rivkin, 
Hanushek and Kain (2005) quality amongst educators is highly variable. In a previous 
study, Hanushek (1992) suggested that teacher quality could hamper learning growth by 
at least a year. These studies, however, relate to the high school context and there is an 
absence of similar data in the higher education sector regarding the link between 
teaching quality and student achievement. The evidence from student evaluations of 
teaching quality in higher education certainly bear out the findings of Hanushek (1992) 
regarding pedagogic quality variability. 
Consequently, if student achievement is a central objective of university teaching (and it 
would be hard to argue against this contention) then raising teacher quality may be the 
single most important factor in doing so. Findings from this research project indicate that 
there are a number of common traits and characteristics, which partially explain teacher 
excellence in a widened participation environment. 
So, what steps can managers of faculty take in order to recruit higher calibre teachers 
who are an appropriate ‘fit’ for this environment? Elsewhere in this thesis, suggested 
questions have been proffered in order to elicit a 
response to assist candidate selection for teaching 
roles. Further rigour can be added to the recruitment 
process via the assessment of candidates for specific 
dispositions that foreshadow pedagogic excellence. 
While highly contested, in some sectors of school 
teacher recruitment, vetting of candidates is already undertaken. In the United States, for 
example, very nearly all the States require candidates for teaching roles in state schools 
to undergo a ‘Praxis’ testing regime to determine suitability to teach (Goldhaber, 2006). 
Since the establishment of this testing, there has been shown to be a significant 
correlation between teacher test score and student achievement. Clotfelter, Ladd and 
Vigdor (2004) revealed that one standard deviation increase in teacher test-score 
performance is likely to lead to an upswing in the achievement of 5th grade students by 1 
to 2 percent of a standard deviation. 
 
Wise pedagogic advice from a century ago…  
“And this is our present purpose: to discover, so far 
as possible, what elements enter into the making 
of a capable teacher.” 
J.L. Meriam, Teachers College Contributions to 
Education No. 1 (1906) 
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In the Australian environment, early steps have been undertaken to ensure that students 
accepted into teacher training programs are suited to the teaching profession. The 
discussion paper Working together to shape teacher education in Victoria (Victorian State 
Government, 2016) states that a working group has been formed (consisting of Victorian 
Vice-Chancellors) to address issues regarding selection of suitable candidates for teacher 
education. This group has proposed a ‘Teacher Education Admission Index Score’ which 
takes into account a range of factors indicating suitability comprising not only academic 
achievement but also individual attributes and other considerations. This initiative 
parallels the findings from this study that suggest that personal traits may play a 
significant part in teaching effectiveness. Thus, there is some evidence to support pre-
recruitment teacher disposition evaluations to facilitate improved student performance, 
albeit in a non-higher education context and across a range of dissimilar parameters.  
 
So ubiquitous do these teacher characteristics appear to be in excellent educators, 
however, that the utilisation of tools to assess educator dispositions and traits for 
suitability to teach into a widened participation environment appears to be warranted. 
There is little evidence of any widespread availability or use of such tools. A research 
collaboration between an educational psychologist and a university educator to develop 
a psychological test to reveal characteristics such as empathy, egalitarianism, innovative 
capacity, enthusiasm and capacity to care may assist faculty recruiters in determining 
candidates most suited to teaching in a highly diverse environment. If a more precise 
alignment between the learning needs of the cohort and the educators’ capacity to meet 
this need can be achieved, better student performance, higher rates of retention and 
greater staff satisfaction may well be the result. 
 
The recruitment of teaching staff with the appropriate knowledge, skills and personal 
traits is particularly important in the higher education context as tenure of academic staff, 
while somewhat less certain than in previous times, is still a significant feature of 
employment within the higher education sector in Australia. Consequently, if staff are 
employed on a permanent basis, but are not aligned well to the educational context, 
poor student results together with employee dissatisfaction may be the undesirable 
outcome.  
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8.7 Faculty employment of practitioners as teachers 
This study brings into sharp focus the importance of allowing authenticity to permeate 
every aspect of learning design in a widened-participation business school environment. 
On this evidence, significantly greater student engagement due to applicability to a 
future career is likely. Furthermore, employee surveys suggest a level of unpreparedness 
for work amongst graduating students of business. One of the ways to achieve this is to 
employ staff with previous experience in the profession for which they are preparing 
students.  
 
The degree to which this practice is de rigueur appears to vary considerably from faculty 
to faculty. For instance, a nursing background appears to be mandatory for teachers 
within the nursing faculty. Medicine largely recruits staff with vast clinical expertise in a 
specialised area of practice. Similarly, the ranks of education faculties are swollen with 
former teachers. Business appears not to have such a strong symbiotic relationship with 
its profession in terms of faculty profile. 
 
These norms have their roots in the historical background, but no there appears to be an 
absence of research into the penetration of the practitioner-teachers model on a faculty 
by faculty basis. For instance, how does business compare with, say, medicine in terms of 
employment of industry professionals as educators? If authenticity of learning is as 
important as it appears in a massified higher education environment, then an 
understanding of whether a gap exists in this regard may be instructive for future faculty 
employment decisions. 
8.8 Application to other modes of teaching 
For the most part, participants of this research project were involved in face-to-face 
teaching in a home campus location so, in this regard, the findings may only be 
applicable to a single mode of teaching. Thus, the teaching characteristics and the 
strategies employed herein generally pertain to traditional modes of teaching.  
Alongside the phenomenon of Democratised Massification, the other megatrend of the 
education sector has been the flight to online learning. Recently released Australian 
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Government Department of Education and Training data reveals a cohort ‘external’ to the 
institutions of 53,357 students (from a total number of 405,462 students overall) (DET, 
2016). This equates to 13% of the Australia student population now studying online, up 
from 11% just four years ago. As the online education movement continues to gain 
momentum, the evidence builds as to those tactics that can be considered constituents 
of teaching excellence in a virtual education environment. While research into strategies 
for quality teaching online is still somewhat immature, what of the new wave of diverse 
students enrolling online? 
Generally speaking, it would appear that universities tend to maintain their student entry 
standards should they offer both face-to-face and online modes. The implication here is 
that, just as university status is played out in the traditional market, so universities with 
online cohorts may be elite or open-access. If this is found to be the case, does the 
practice of excellent online educators vary depending on the cohort diversity they 
confront? By way of a hypothetical example, it could be speculated that online learners in 
a widened-participation environment need a greater level of academic reassurance than 
their elite counterparts. This might result in online pedagogic adaptation in those 
educators teaching virtually (by, for instance, greater opportunities for real-time virtual 
tutorial sessions). As Brace-Govan and Clulow (2000) note, ‘While it is unlikely that any 
single teaching medium will suit all learners, it is unlikely that all students are equivalently 
technologically literate’ (p. 120). 
To answer these questions, further research to mirror the present study in a virtual 
environment would be indicated. A research question such as ‘What characteristics are 
germane to, and manifest themselves in, excellence in higher education business 
teaching within an academically inclusive online university environment’ may reveal 
interesting insights regarding pedagogic adaptation in the face of a diverse student 
cohort learning remotely. 
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Chapter 9:  Conclusion and Recommendations 
It was the influential writer in the field of sociology in education, Pierre Bourdieu, who 
highlighted the role of the university as ‘A powerful contributor to the maintenance and 
reproduction of social inequality’ (Naidoo, 2004, p. 457). Employing a sorting machine 
metaphor, Bourdieu’s concept of homology (Bourdieu, 1996) portrays higher education 
as a mechanism for replicating the privileges of social class by its denial of any link 
between social and academic classification. According to Bourdieu, the relative autonomy 
of the higher education ‘field’ has allowed an academic and social elite to perpetuate in 
universities during the 20th Century. Slaughter and Leslie (1997) suggest that an 
unwritten social compact between the state, society and higher education institutions, 
themselves, resulted in a structure that remained isolated from ubiquitous market 
pressures experienced in most other areas of endeavour. But, even in universities, that 
isolation has had its day. 
In the last two decades the powerful social and cultural forces that defined universities as 
a place of privilege are being rapidly displaced by economic forces in the shape of neo-
liberal market influences (Deem, 2001). In an attempt to generate strong economic 
growth from both the provision of a higher skilled domestic workforce and from 
accessing lucrative international markets, governments across the globe have adopted 
policies encouraging rapid massification within higher education. This massification, 
however, is not simply characterised by a greater numbers of elite students, but by the 
simultaneous democratisation of higher education (Naidoo, 2004). In Bourdieuian terms, 
cultural capital is being rapidly supplanted by economic capital as universities become an 
‘Engine for national economic growth, and an instrument for the realisation of collective 
aspirations’ (Johnstone, 1998, p. 2). And these aspirations have certainly been ‘collective’. 
On a global basis, the percentage of the age cohort enrolled in tertiary education has 
grown from 19% in 2000 to 26% just seven years later (UNESCO, 2009).  
Typical of policy initiatives the world over, the Australian Government has developed 
ambitious objectives for the expansion of the university sector via participation rates. A 
target of 40% of 25-34 year olds to hold an undergraduate degree (DEEWR, 2009, p. 12) 
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is the stated goal, generating an additional 217,000 graduates by 2025.  Not surprisingly, 
many of these students are expected to be drawn from lower socioeconomic status (SES) 
backgrounds, may commence higher education studies with relatively low academic 
admission scores or may come from an environment where university attendance has not 
been part of their family culture.  
While it would appear that increasing student heterogeneity is a trend seen right across 
the higher education sector, it would seem that this is particularly pronounced in 
widened-participation universities. In short, the challenges posed in teaching the 
students of democratised massification impact unevenly, with subservient universities 
bearing the brunt of this tsunami of diversity and, conversely, so-called elite universities 
relatively insulated from the phenomenon. This thesis has identified seven factors of 
diversity that significantly impact teaching within a widened-participation environment; 
academic diversity, cultural diversity, familial enculturation diversity, socioeconomic 
diversity, life-stage diversity, learning style diversity and academic motivation diversity. 
The discussion chapter provides evidence that open-access universities exhibit 
significantly greater diversity than elite universities. 
Within widened-participation universities teaching a student body exhibiting such 
heterogeneity, as described in this thesis, adds a layer of complexity which places huge 
pedagogical challenges in the path of the teacher and, indeed, on the open access 
teaching institution, itself. Thus, the key conclusion of this body of work is that the spread 
of student diversity in these environments is so great that significant adaptation to the 
pedagogic approach is required for effective teaching to ensue. It may also be possible 
to put in place mechanisms to help to bring about a degree of homogenisation within 
these very diverse cohorts of students. 
Recommendation 1: Academic skills for underprepared students 
Widened-participation universities should offer a range of mechanisms to create greater 
academic uniformity in their cohort by offering a range of student support services (such as 
academic writing assistance, peer assisted study sessions and student preparatory programs) 
prior to the commencement of a degree. Additional government funding deployment may be 
required to support these universities in developing enhanced uniformity amongst their 
students. 
Chapter 9:  Conclusion and Recommendations 
 
250 
 
Before embarking on this study the expectation was that there would be many ways in 
which to ‘skin the teaching excellence cat’; that the pedagogic adaptations mentioned 
above would be present in all shapes and sizes. Of surprise was the significant similarities 
exhibited by these teachers. When an attempt was made to compare and contrast their 
approaches there appeared little to contrast as these educators had come to many of the 
same conclusions regarding the keys to student learning in a widened-participation 
context. 
The myriad of differences exhibited by this new wave of students demand two things, if 
excellence in teaching is to be encouraged. Firstly, it would appear that the characteristics 
of the teacher need to be aligned with the nature of the cohort. That is, there exists a 
certain commonality of career pathway, pedagogic philosophies, motivations, traits and 
backgrounds that paves the way for teaching excellence to flourish in a massified 
environment. From a philosophical perspective, these educators; take responsibility for 
enabling learning, not simply taking responsibility for teaching; practice traditional 
constructivism while also demonstrating a concern for future student goals (giving rise to 
the term aspirational empathy in this thesis); practice a strongly student-centric approach 
to their craft and a tendency to de-emphasise subject content in favour of graduate skills. 
Motivators for the drive towards teaching excellence can be apprehended amongst this 
group of high quality educators. According to this research project these are; an 
unwillingness to settle on mediocrity; a sense of purpose to life that teaching brings; 
meeting the challenge of effective learning in a complex environment; a desire to provide 
an outstanding student experience; altruism and vicarious satisfaction. 
The traits that appear to have a bearing on higher education teaching prowess are: 
1. Egalitarianism – These educators tend to ‘hold the egalitarian view of higher 
education’ (Campbell & Boyd, 1970, p. 232), whereby students from all 
backgrounds have an equal opportunity to access higher education. What is 
more, this survey suggests that this equality of opportunity extends to the way in 
which students are educated, with students able to access a teaching style that 
meets their learning needs.  
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2. Reflexivity – which, in this context, can be thought of as the considered response 
to reflection on one’s own teaching practice was evidenced by every single one 
of these successful educators. The participants of this project demonstrated a 
sophisticated self-reflective capacity which provided the impetus and focus for 
continuous pedagogical improvement 
3. Willingness to experiment – Alongside the aforementioned reflexive capacity, 
these educators evidenced a willingness to step away from accepted higher 
education teaching practice and experiment with both new technological and 
revised pedagogic strategies. They were self-confessed pedagogical risk-takers 
and highly innovative in their teaching approach. 
4. Enthusiasm for student learning and subject passion – participants demonstrated 
an interesting duality of enthusiasm in the classroom. On one hand they tended 
to be discipline/subject evangelists, but also evidenced great passion for 
teaching specifically. 
The findings from this investigation also revealed some fascinating relationships between 
the teachers’ backgrounds and teaching excellence. It appears that significant ‘real world’ 
experience provides a valuable addition to the learning environment, as it makes the 
‘business world come to life’ (P3) by giving students a more authentic experience. Many 
respondees had been involved in the Scholarship of Learning and Teaching (SoLT) at 
various stages in their career, and this appeared to enhance their pedagogic 
understanding. Personally experienced life-long learning is also a feature of the lives of 
most of these awarded educators and, from a recruitment perspective, most of these 
educators attempted to ‘build in’ a component of teaching or training into previous roles 
with non-educational organisations or in their private lives. Thus, they exhibited a 
predilection for teaching well before assuming a formal educational role. 
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Recommendation 2: Employ proactively for teaching excellence 
Those responsible for recruitment of business teaching staff within widened participation 
universities should select staff whose profile matches that suited to teaching a heterogeneous 
cohort, as the employment of teachers displaying these characteristics will raise teaching 
standards in the Faculty.  
 
Together, these philosophies, motivations, traits and backgrounds represent a range of 
characteristics that can be thought of as valuable attributes within which personal 
teaching excellence in a widened participation environment may emerge and flourish. It 
may be possible to design academic recruitment processes that are able to establish the 
presence of these characteristics and, in so doing, inform staff selection to ultimately 
deliver a higher quality student learning experience.  
If the recruitment of appropriate staff to fit the diversity within a democratised 
massification university is the ‘who’ of higher education teaching, the second facet to 
teaching excellence is the ‘how’.  The outstanding teachers participating in this research 
project have employed a raft of strategies that resonated with the cohort to deliver a 
superior student experience. This thesis identifies thirteen strategies widely employed by 
these outstanding educators. These strategies largely align with previous research 
findings (as detailed herein) but have been expanded as the result of the particular lens 
of this study and categorised into three silos: Relationship Management, Organisation of 
Learning and Content Communication strategies, thus applying greater sophistication to 
the extant literature. The strategies demonstrated by the participants of this study have 
evolved over time, and are the result of careful reflection and adjustment (reflexivity) on 
the part of each of these skilled educators. As outlined in the discussion chapter, a quest 
for continuous pedagogic improvement predicates teaching excellence.  
The thesis also acknowledges the particularly important role of student engagement 
which appears to act as pedagogic fertiliser by preparing the way for learning to occur. 
Consequently, the conceptual model depicts engagement wrapped around all of the 
three strategic categories, as its application is relevant to all strategies adopted by this 
sample of outstanding university teachers. Leading educators acknowledge that the 
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Recommendation 3: Context specific professional development 
Higher education institutions must recognise the unequal pressure exerted on their staff by 
democratised massification and respond appropriately in terms of rigorous academic 
professional development to build pedagogic adaptation skills tailored specifically for teaching 
a diverse cohort. 
student involvement patterns (Smith et al., 2005) leading to higher levels of engagement, 
motivation and inspiration is a vital component of educational quality. 
 
The legacy that these exceptional teachers leave is their expertise in tailoring a teaching 
response that is aligned to a highly diversified cohort. The thirteen common strategies 
that they employ can, with the appropriate encouragement, serve as exemplars for the 
practice of other business educators in order to raise teaching competence right across 
the faculty. As Evans (2000) opines, pedagogic excellence is not particularly desirable in a 
piecemeal way; the true challenge is to raise teaching quality standards right across the 
higher education landscape, and this thesis offers ways in which this may be 
accomplished.  
A possible structure for context specific professional development may include an 
intense pedagogic induction process for both commencing sessional and permanent 
staff in order to develop a teaching culture appropriate to a widened-participation 
institution. This could be supported by regular learning & teaching workshops themed 
around the thirteen strategies outlined herein. The use of peer-observation of 
outstanding exponents of a teaching style appropriate to an inclusive environments 
(through a mechanism such as ‘open classrooms’) would assist in developing a climate of 
awareness of the challenges faced by a diverse cohort and potential solutions to these 
vexing problems. 
In sympathy with the application-rich focus that has evolved during the journey of this 
research, a number of tools have been developed to enhance context specific 
professional development. In particular, a self-assessment radar plot is proffered to allow 
educators to rate their own practice in those strategies believed to be hallmarks of 
excellence in a highly diversified context. Secondly, this research project has generated a 
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Recommendation 4: Revise academic nomenclature and classifications to 
signal pedagogical expectations 
Australian universities should dispense with the outdated ‘lecturer’ role descriptor, and adopt 
academic level nomenclature that better reflects contemporary pedagogical philosophies. Perhaps 
‘HE educator’, ‘HE teacher’, ‘facilitator’ or the more all-encompassing ‘academic’ may be more 
representative alternatives. Similarly, the usual terminology for the teaching class itself, ‘lecture’, 
suggests a mode of delivery not aligned to contemporary educational philosophy. ‘Seminar’ or 
‘workshop’ (or the label of ‘super-tute’, as used by a participant of this project) may infer learning 
activities which are more engaging and active in nature. 
peer review tool that has been designed specifically to encourage pedagogical practices 
that support a diversified cohort.   
 
Somewhat ironically, it would seem that the challenging pedagogic environment that a 
widened-participation cohort has thrown up has caused higher education teaching 
philosophies and strategies to be called into question. This intense scrutiny of the way 
that we teach appears to be a key driver of a student-centred learning paradigm which, 
in turn, has improved the quality of teaching. It could be speculated that without the 
massification revolution, didactic teaching would still be de rigueur, as there would have 
been no real catalyst for change. 
While Primary and Secondary school teachers would probably maintain that the drive 
towards an authentic, student-centred active learning pedagogy has been the dominant 
teaching paradigm for some time now, perhaps it has been the elite cohorts present in 
universities in the past that has let the profession ‘get away’ with a traditional ‘sage on 
the stage’ didactic teaching style. The challenges posed by the new educational 
constituency, together with economic factors such as student retention rates have been 
key factors in forcing pedagogic adaptation, not by choice, but by necessity. And, 
fortuitously, this may be the catalyst for the most important changes seen in higher 
education teaching in recent times. 
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Much is known about teaching excellence in higher education; the extant literature is 
replete with concepts and understandings of this phenomenon, highlighted in the 
literature review presented earlier in this document. This research, however, strongly 
suggests that teaching is more effective when it is adapted to suit the environment in 
which it is enacted. This implies that the definition of excellence is not universal and that 
exceptional educators take carefully consideration of, and make significant adaptation to, 
the type of cohort presented. Thus, this thesis proposes the paradigm of context 
mediated pedagogy; that teachers and teaching must align to the student body in order 
to enhance student educational experiences. 
As the underlying motivations for this research project (to influence teaching practice 
and recruitment in widened-participation universities) have come into sharp relief so a 
contribution to understanding is not sufficient. The extensive implications chapter offers 
concrete ways in which a deeper understanding of context mediated pedagogy can be 
used as a lever for higher standards of teaching quality across the open-access landscape 
by seeking to effect change. 
The primary research question posed ‘What characteristics are germane to, and manifest 
themselves in, excellence in higher education business teaching within an academically 
inclusive university environment?’ has been addressed, with a conceptual model 
concerning the alignment of both teacher characteristics and teaching characteristics 
appropriate to effective learning within a highly diversified cohort developed. This thesis 
has also added a number of new terms to the lexicon of pedagogic excellence; 
democratised massification (to more appropriately describe the phenomenon at hand), 
context mediated pedagogy (to describe the overall crux of this thesis) and aspirational 
empathy to describe the extension to constructivist theory described herein.  
In conclusion, Elmore’s (2007) pithy observation: ‘Teaching is not rocket science. It is, in 
fact, far more complex and demanding work than rocket science’ requires a clarification. 
Teaching IS more complex and demanding, if the educator embraces a philosophy of 
care (Noddings, 1986) and, in so doing, aligns pedagogical practice with the educational 
context.  
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Appendix 1        
Interview guiding questions 
 
 
 
 
Qualitative semi-structured, convergent, face-to-face interviews will be conducted with 
business school award winning teachers from academically inclusive Australian 
universities. It is expected that interviews will be 60-90 minutes in duration in order to 
explore in-depth a comprehensive range of themes. The interviews will be recorded and 
the data transcribed. The data will then be analysed thematically by the researcher. The 
open-ended questions suggested here will be used to guide the interview process. 
 
 
 
You were invited to take part in this study as you are a past recipient of a 
teaching award for excellence and you work within a University Business School 
which accepts students with a broad range of academic abilities.  
 
 
Could you provide an overview of your pathway into higher education business 
teaching? 
 
 
In terms of diversity, please describe the cohort of students that you teach. 
 
 
How would you define excellence in higher education business teaching? 
 
What personal attributes do you feel have helped you become an excellent higher 
education business teacher?  
 
 
What are the key pedagogical philosophies that you bring to your teaching in the 
higher education business environment? 
 
 
How would you describe your teaching style in business higher education 
teaching? Has it changed in response to the wide range of students that you now 
teach? 
 
 
What specific strategies do you use in the lecture theatre/classroom to facilitate 
student learning to this academically diverse cohort? In what ways have these 
been adapted for the diverse types of students that you now teach? 
 
 
What are your motives in the quest for excellence in business teaching? 
 
 
Reflection: anything else? 
 
